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ABSTRACT
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14,2007.

Title: re
Visioning: A Theoretical Model of Teachers' Career Decisions
reVisioning:

The steady flow of
o f teachers exiting the profession continues to serve as an
empirical reminder that we have not yet found ways to effectively support teachers
as they proceed through their careers. This study identifies elements of teachers'
career decisions. Qualitative methodologies were used to integrate research from
multiple disciplines to address the need for a theoretical model of teachers' career
decisions. Three perspectives for viewing the decision making process emerged
from the analysis of the data set: Component, Experiential, and Integrative. These
three perspectives provide a filtered approach to understanding a complex and
multi-tiered decision making process. The findings from this research suggest that
teachers can be supported in career decisions if they and those around them: learn
to recognize the signs of a career decision; reduce the isolation surrounding the
decision; are aware of timely, appropriate and accessible support structures; and
can facilitate several career options. The outcome of this research is the reVisioning
re Visioning
Model, which offers teachers, and those who support them, a structure for

accessing effective support strategies and a theoretical framework for further policy
analysis.
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reVisioning 1
Chapter 1
INTRODUCTION
I entered teaching and education in the late 1960's, in part because I
was unhappy with the de-humanization that seemed to be a part of
schooling, but still lured by the possibility of the enchantment of
education taking place. Sometimes the need to repel the structures of
organized education force me to feel as if I have been swallowed by
a huge beast, and left to drown or become immersed in the belly,
another fossilized cog of a system too indifferent to real life to feed
the sparks of creativity and imagination in the lives of children and
others. But then, if I am good, I get to KDP Convo [Kappa Delta Pi
Convocation], and the poetry of becoming educated is once again
reborn. (Henry, 2004, p. 1)
I begin this dissertation with a teacher's words because they exemplify the
idea that teachers continually come face to face with reasons to leave the
profession. Yet, these words elicit an image of a teacher who has reasonable cause
to exit the profession and yet also has a means of continuing in his chosen career.
This narrative is suggestive of a process wherein interactions take place and
teachers make a decision whether or how to continue in the field of education. The
result of this dissertation is the creation of a theoretical framework for
understanding teachers’ career decision making process.
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The steady flow of teachers exiting the profession continues to serve as an
empirical reminder that we have not yet found ways to effectively support teachers
as they proceed through their teaching career. The academic impetus for this study
arose from the absence of a model which theoretically frames and describes the
career decision making process teachers engage in during their careers as they
decide whether or not to remain in the profession. The spirit o f this study comes
from the overarching question that has guided my professional life: How might
teaching become a career in which teachers thrive rather than exit? The intersection
of academia and the spirit of this study provided a place for me to ask the question:
What are the elements of a teacher's career decision making process?
My end goal in asking this question is to understand teachers' decision
making process so that programs can be advantageously designed to offer teachers
support that allows them to continue to contribute to the profession. The
professional significance of this inquiry rests in the potential of a model to provide
a framework for making informed decisions so that administrators, policymakers
and teachers might provide or access support during decision points and teachers
may choose to continue to teach when they might have otherwise left.
A review of school staffing problems and their impact on education
potential reiterates the need to further understand teachers' career choices and
demonstrates the professional significance of finding effective methods of support
for teachers. Next, a review of the literature puts forth the premise that we cannot
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effectively address teacher attrition until we understand the qualities that impact
teachers' career decisions.
The systematic analysis of numerous teacher recruitment and retention
studies was completed through application of targeted qualitative methodologies.
Arising from this analysis is an understanding that a teacher enters a decision point
when there is an imbalance between the reasons that they might stay and the
reasons they might leave. This imbalance may occur multiple times during a
teacher's career. The findings from the study brought forth three perspectives, each
offering a different way to understand teachers' career decisions. The Component,
Experiential, and Integrative Perspectives provide a multi-tiered view of a complex
decision making process.
Through the creative process and an analysis of absence, the reVisioning
Model was developed. The resulting reVisioning model: a) describes the structures,
qualities and currents of the decision making process; b) provides potential access
points where teachers may be connected to targeted support measures; c) offers
policy makers and school districts a possible framework to make decisions, create
programs, share information and support teachers during career decisions and; d)
creates a context for future research.
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Professional Significance
The professional significance of inquiry into teachers' career choices is
emphasized by the size and perpetual nature of the attrition problem as well as by
the irretrievable fiscal costs and unrealized achievement that result from teachers
exiting the profession. While the professional significance is reiterated in the nature
of the problem, the potential impact of further study rests in the possibility that
exists when support structures allow teachers to choose to remain and develop in
the teaching profession. The confluence of evidence suggests the potential
contribution of this study by further informing those who are in a position to create
data-driven policies and programs to provide teachers with appropriate, timely and
accessible supports that may allow them to remain in the profession when they
might have otherwise left.
Too Many Must Decide
In 1996, The National Commission on Teaching and America's Future
(NCTAF), put forth a goal that by 2006 every classroom would be staffed with a
caring, competent and qualified teacher (NCTAF, 1996). It is now 2007 and,
despite a concerted effort, there remains a geographic shortage of qualified K-12
teachers in the United States (Darling-Hammond, Berry, Haskelhom & Fideler,
1999; Farkas, Johnson & Foleno, 2000; Hirsch, 2001). By geographical shortage, I
am qualifying the shortage to recognize that some schools and regions do not have
a shortage of teachers. However, there are many regions and fields of teaching that
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are unable to meet their staffing needs. Ingersoll (2001) terms this "school staffing
problems" (p. 4).
School staffing problems are being compounded by perpetual teacher
attrition. National data samples mark teacher attrition at approximately 14% per
year (Ingersoll, 2001). Other studies vary with estimates of up to 50% of teachers
leaving in the first five years of their career (Breaux & Wong, 2003; Ingersoll,
2001; Johnson & Birkeland, 2003). Regardless of the exact numbers, the
underlying commonality is that many teachers are continuing to exit the profession
despite a focused effort to stem the flow.
Attrition is the term used to define teachers who leave the profession, and
teacher turnover is used to describe teachers who stay in teaching but leave their
current position (Ingersoll, 2001). Ingersoll goes on to point out that a small
amount of turnover benefits an organization, such as a school, by providing new
perspectives and education. However, he warns, significant percentages of turnover
are "both cause and effect of dysfunction and low performance in organizations"
(2001, p. 7). The study's findings argue that recruitment alone will not solve this
shortage, until the "revolving door of attrition" is also addressed (Ingersoll, 2001).
When the statistics are extrapolated, the equivalent of 1,000 K-12 teachers
use the revolving door to leave the field of education every day (Alliance for
Excellent Education, 2005). K-12 teachers are not the only ones at risk; teachers in
all settings are at risk for attrition or burnout. As an example of the attrition
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problem at the early childhood education level, California recently dedicated over
$21 million dollars toward programs to reduce the steady turnover of pre-school
teachers (Laurence, Hass, Burr, Fuller, Gardner, Hayward & Kuboyama, 2002).
Others have eloquently described the frustrations faced by college professors
(Henry, 2004; Palmer, 1998; Thornton, 2006).
The word teacher means many things to many people and many cultures.
For the purposes o f this paper, I am defining a teacher as one who is responsible for
leading learning in an intentional education setting. This deliberate choice reflects a
definition that is broader than our cultural norms. This definition is based on three
premises: a) recognition that not all teachers in our lives were encountered in a
formal K-12 setting; b) at all levels of education teachers must continually decide
to return to teach, so therefore I am specifically including teachers from early
childhood through professors in graduate schools; and c) acknowledging that
teachers may not remain in one level teaching for their entire career and thereby
recognizing that teachers may weave in out and of several levels of teaching over
the course of their career.
Every level of education, from early childhood to graduate school, is
impacted by teacher attrition. However, the majority of research into teacher
attrition is based on K-12 teachers (Laurence et al., 2002). Therefore, while the
literature refers specifically to K-12 teachers, the findings may be applicable at
other levels as well (Laurence et al., 2002). Regardless of where or what level a

reVisioning 7
teacher teaches, teacher attrition and school staffing issues place an artificial cap on
learning, both teacher and student achievement, and further strain scarce fiscal
resources.
Fiscal Cost
There is a fiscal cost for each teacher who exits through the revolving
attrition door. For each teacher who exits, a replacement must be found. The school
district may then have to bear the expense of recruitment time, licensure and
background screening, signing bonuses, relocation reimbursement as well as
orientation, induction and staff training costs.
Current estimates show the nation spending $4.9 billion dollars per year to
replace teachers who have left or transferred out o f their current positions (Alliance
for Excellent Education, 2005). This outlay of already scarce fiscal resources is
especially troubling because it is not an investment in a teacher who will grow,
develop, and contribute to the profession. Some disquieting statistics show that up
to 50% of new teachers leave the profession before they reach their five-year
anniversary (Fideler & Haskelhom, 1999, p. 4). So rather than becoming an
investment in teachers, $4.9 billion dollars becomes the perpetual fiscal cost of
dealing with the effect o f school staffing issues.
Achievement Cost
Research into attrition and retention is also based on the premise that good
teaching matters. Teachers have the ability to positively influence student
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achievement (Darling-Hammond & Young, 2002; Hargreaves & Fullan, 1998). In
order for teachers to reach their potential they must have opportunities to
continuously learn and develop and remain connected to their chosen profession
(Hargreaves & Fullan, 1998; Steffy, Wolfe, Pasch, & Enz, 2000). However,
burnout and attrition, along with a series of staffing issues in educational settings,
continually thwart systemic perseverance in the teaching profession (Ingersoll,
2001; Maslach, 2003; Skovholt, 2001).
If teachers are consistently leaving the field as they gain experience, are we
then perpetually staffing classrooms with teachers who have less experience and
are therefore less likely to have reached their potential as educators? This does not
mean that every new teacher puts their students at risk; it only points out the cycle
that entrenches low performing schools and the cap that is placed on teachers'
potential, and student achievement, when effective teachers continue to exit the
profession.
Further compounding the problem is research that notes that the teachers
who are leaving are often effective, well qualified teachers. One study found that
potential teachers with high standardized test scores are lost at every stage of the
pipeline. "College graduates with high test scores are less likely to become
teachers, licensed teachers with high test scores are less likely to stay, and former
teachers with high test scores are less likely to return" (Mumane et al., 1992, p. 10).
The North Central Regional Education Laboratory (NCREL) further confirmed that

reVisioning 9
many o f these teachers who are leaving are taking potential out of the classroom
when their findings state that "a majority of superintendents in the region indicated
that 75-100% o f teachers leaving are effective or very effective in the classroom"
(NCREL as cited in Breaux & Wong, 2003, p. 3).
These statistics and findings affirm that qualified, effective teachers are
leaving and their exit limits the potential of both teachers and students. The
question remains: What can we do to effectively support teachers so that they may
decide to remain in the profession and further develop their practice? By
effectively supporting teachers, we can shatter the glass ceiling that artificially caps
student and teacher achievement when teachers continue to exit through the
revolving door of attrition.
The Possibility o f Teaching
Teaching is one of the professions that people enter because they feel a
sense o f calling or desire to make a difference in the lives of their students (Farkas,
Johnson & Foleno, 2000). Teachers have a tremendous potential to positively affect
student learning (Darling-Hammond & Young, 2002; Hargreaves & Fullan, 1998).
In their examination of the life cycle of career teachers, Steffy, Wolfe, Pasch, &
Enz (2000) show a pattern of growth and transformation that is grounded in the
development of the teacher over time. Their work emphasizes how expertise
develops over time in the profession through experiences, supports and learning
opportunities.
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In addition to the research and studies, I would ask the reader to pause and
think o f one teacher that made a difference in their lives. Our lived experience as
learners almost always provides the memory of a teacher who made a difference in
our learning. Within that memory lays the possibility of teaching and the reason to
continue to search to understand how we might support these individuals who have
chosen to lead and care for our children as they learn.
A Need for Understanding
The continued attrition of teachers demands that we persist in our search for
solutions as scarce fiscal resources and the unrealized potential of teachers are
squandered (Ingersoll, 2001; Johnson & Birkeland, 2003). The argument for further
inquiry is emphasized by studies that continually demonstrate the potential impact
of good teachers (Darling-Hammond & Young, 2002; Hargreaves & Fullan, 1998).
When teaching potential is thwarted by the perpetual problem of school staffing
issues, an unnecessary glass ceiling is solidified by the stream of effective,
experienced teachers who are exiting the profession. Further compounding the
problem are the teachers who exit before they have the chance to realize their
potential. This glass ceiling artificially caps student and teacher achievement and
constrains the potential for what might have been the continued development o f
teachers and the possibility that might have emerged from the corresponding
interaction with students.
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There is also the human side of the argument. Teachers are the ones who
have chosen a profession because they want to make a difference in the lives and
learning of children (Farkas, Johnson, & Foleno, 2000). In The Call to Teach, the
findings summarize the problem; when teachers enter the profession to teach and
find themselves unable to reach the children they came to teach they become
frustrated (Farkas, Johnson & Foleno, 2000). An eloquent admonition to the
profession suggests that: "To leave them there-eager to help, but lacking the tools
to intercede—seems almost cruel" (Wadsworth, in Farkas Johnson, & Foleno, 2000,
p. 37). When 14% of the profession decides to give up on the teaching profession
each year, we must find out why and how the fire goes out of their dream
(Ingersoll, 2001). How can we claim to be the teaching and learning profession
when we cannot, or will not, find ways to successfully help teachers and children
learn to thrive in a teaching and learning setting?
The professional significance is clear: If we can effectively support the
individuals who have chosen to teach, we can release the unlimited potential that
exists when teachers and students engage in learning where the poetry o f being
educated propels them to learn more. In order to effectively support teachers, we
must develop an understanding of the process teachers engage in when they decide
what the next step of their career will be. By understanding these career decisions,
we can begin to discover what timely, appropriate and accessible supports will
allow teachers to remain in the profession when they may otherwise have quit.
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In order to understand teachers' career decisions I pose the question: What are the
elements of a teacher's career decision making process? I begin to examine
teachers' career decisions, through a review of the current literature surrounding the
decision making process. This literature review establishes the predominant
patterns o f data collection and the need for a theoretical model of the decision
making process. A series of targeted methodologies are then brought together to
search for the qualities o f teachers' decision making process. Analysis of the data
set provides three perspectives for examining the decision making process. The
incorporation o f these three perspectives allows for the creation of the reVisioning
model which theoretically frames teachers' career decision making process. The
impact of the reVisioning model and the possible uses of the model are put forth in
the implications chapter.
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Chapter 2
LITERATURE REVIEW

The initial review of the literature was conducted to develop an
understanding o f the current research in the area of teacher attrition. This was done
by inquiring as to the scope of the problem, the reasons cited for the problem, and
the perspectives that contributed to these understandings. I began with the
question, why are teachers leaving? This was followed with an investigation of
what programs help teachers remain in the profession. This was in essence asking,
what allows teachers to stay? This was followed with an examination of the
literature to determine how teachers make the decision to stay in or leave the
teaching profession.
Reason to Leave
The current body of literature in the field of education was examined to
determine what the findings said about why teachers leave the profession. In order
to determine the impetus for these teachers exiting the profession, I examined the
national data sets for a statistical profile of exit patterns. Next, I narrowed the focus
and examined qualitative studies that provide in-depth focused documentation o f
teacher experience or narrative from teachers exiting the profession. These two
perspectives were then combined to determine the emergent needs for further
synthesis and research in the area of teacher attrition and retention.
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Statistical Profile
The National Center for Education Statistics (NCES) provides the only data
sets that inform us about teacher attrition on the national level. The data are derived
from the Schools and Staffing Survey (SASS) as well as other sources, such as the
Teacher Follow-up Survey (NCES 97-460,1997). The data have been used as the
basis of three major reports. First, America's Teachers: Profile o f a Profession
details what the teaching profession looked like during the 1994-1995 school year
(NCES 97-460,1997). The second is Characteristics o f Stayers, Movers and
Leavers, which specifically examines school staffing issues by comparing data
from three years of the SASS data (NCES 97-450, 1997). Finally, Ingersoll (2001)
uses the data sets to conduct analysis and examine attrition from an organizational
perspective.
The purpose of this section of the literature review is to determine why
teachers have left the profession. The NCES data profiles both public and private
teachers and highlights differences in the profiles of teachers leaving these sectors.
For example, teachers who left private schools reported that 34.1% would be taking
a job outside of education and 17.1% would be caring for family members. In the
public arena, the largest numbers were attributed to retirement (25.3%) or taking a
job outside of education (23.3%). For purposes of comparison, 16.4% of former
public school teachers would be caring for family members. Interestingly, 3.6% of
former public school teachers said they would be attending a college or university
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while 8.6% o f former private teachers planned to continue their education (NCES
97-460,1997).
In the NCES data, Leavers were able to choose from a list of possible
reasons why they left the teaching profession. Table 1 provides an interesting
comparison of the top four reasons public school leavers cited for exiting the
teaching profession. Retirement consistently tops the list, followed by childrearing.
Family or personal moves, pursuing another career, school staffing actions and
dissatisfaction with teaching as a career round out the list.
Table 1. Reasons Leavers Cite fo r Leaving the Public Teaching Profession
1991-92

1988-89

1994-95

Retirement (22.3%)

Retirement (30.4%)

Retirement (27.4 %)

Pregnancy/Childrearing

Pregnancy/Childrearing

Pregnancy/Childrearing

(18.9%)

(10.9%)

(14.3 %)

To Pursue Another Career

Family or Personal Move

To Pursue Another Career

(13.4%)

(10.0%)

(12.1%)

Dissatisfied with teaching

School Staffing Action

Family or Personal Move

as a career (8.9%)

(9.8 %)

(10.1 %)

Summarizedfrom NCES 97-450, 1997, p. 13
The significance o f comparing the reasons for leaving the profession and
what teachers list as their main occupation once they leave is emphasized by
examining the attrition problem with a series of different lenses. When I step back
and re-categorize the exit reasons, the predominance of retirement as the attrition
cause is brought into question. Creating categories such as childrearing/family and
personal growth bring to the forefront different reasons for teacher attrition.

reVisioning 16
Ingersoll (2001) introduces an organizational perspective and determines that
retirement is not the primary reason for teacher attrition.
Table 2 provides a different examination of the data by combining family
reasons and comparing them to the retirement statistics. When the possible family
reasons are summed, they total 30.9% of the reasons cited for exiting the
profession. Ingersoll (2001) relies on the same NCES data, and after changes in the
groupings of reasons, 39% of teachers left citing family or personal reasons for
leaving the profession (p. 8).
Table 2. Comparison o f Retirement and Family Exit Patterns
Reason

Retirement

Percentage of 1994-95 Leavers listing
as the main reasons for exiting the
profession
27.4%

Pregnancy/Childrearing

14.3%

Family or Personal Move

10.1%

Other family or personal reason
Total family/childrearing reasons

6.5%
30.9%

Summarizedfrom NCES 97-450, 1997, p. 13
Stayers, Movers, and Leavers also provide a portrait of what teachers do
when they left the profession in 1988-89,1991-2 and 1994-95. The teachers who
left during those years provided their current occupational status for the surveys. In
1989, the largest percentage (27.2%) of leavers cited homemaking and/or child
rearing as their primary occupation. This surpassed retirement (24.8%) as the
primary occupation when leaving teaching. By 1995, retirement (27.1%) surpassed

reVisioning 17
homemaking/child rearing (16.2%). In 1995, working in an education setting but
not teaching (21.2%) and working in an occupation outside of education (20.4%)
gained ground.
The significance of comparing the reasons teachers cite for exiting and the
occupation they are involved in after leaving is evident in the reserve pool of
teachers. The reserve pool of teachers consists of those who are qualified to teach
but are not currently teaching. In the 1970's teachers often returned from the
reserve pool. Many of these teachers were women who left for childrearing
purposes. However, this reserve pool was now less likely to return to teaching
(Darling-Hammond et al, 1999; Mumane, Singer, Willett, Kemple & Olsen, 1992).
What is striking about this statistic is that it suggests that the decision to stay in or
leave the profession may not take place when the teacher initially exits the
classroom but rather at a later point in time when the teacher must decide whether
or not to return to the profession.
Trying another perspective, such as adult development, the statistics create
yet another picture o f attrition. Lortie (1975) suggests that the teaching profession
is flat and isolating. Yet, he also shows how teachers are encouraged by internally
motivating factors. Henry (2004) provides an excellent example of this
encouragement and renewal through his story of how learning and interaction at a
professional development conference offered him the internal reward and
motivation that comes from experiencing the poetry o f being educated.
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Reclassifying the data to examine personal development as a reason for
exiting the profession shows a series of possible categories, such as continuing their
education, sabbatical, or another career (Table 3). When these categories are
combined, 22.1% o f teachers leaving the profession may have been motivated to
leave to pursue their own development. Given that teaching is seen as the learning
profession (Darling-Hammond & Sykes, 1999), it is concerning that such a large
percentage may be leaving the professional to seek growth elsewhere.
Table 3. Comparison o f Retirement and Development Exit Patterns
Reason

Retirement

Percentage of 1994-95 Leavers listing as
the main reasons for exiting the
profession
27.4%

To pursue another career

12.1%

Take courses to improve career

6.1%

opportunities in the field of education
To take a sabbatical or other break from

3.4%

teaching
To take courses to improve career

0.5%

opportunities outside the field of
education
Total development reasons

22.1%

Summarized from NCES 97-450, 1997, p. 13
Ingersoll (2001) examines the NCES attrition from an organizational
perspective, his organizational perspective led to findings that question the
conventional wisdom that retirement is the predominant reason for leaving and
demonstrate how organizational dysfunction may be an underlying cause of teacher
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attrition. Ingersoll's work demonstrates the need to question conventional wisdom
and begin to incorporate the perspectives of several disciplines to get at the root of
the problem rather than continuing to document the problem.
Interestingly, all of these statistical portraits raise more questions than they
answer. For instance, how do these statistics compare to the economic situation at
the time? What if teachers had the chance to explain their answers? Finally, these
statistical portraits demonstrate that teachers do make the decision to leave the
profession. However, they do not explain how they decide, when the decision takes
place or what interactions take place during the decision-making process.
Teacher Narrative
The compilation of statistics leads to the question, what if teachers had the
chance to explain their answers? Several of the questions raised by the NCES
(NCES 97-450,1997; NCES 97-460,1997) statistical profiles and Ingersoll's
(2001) organizational perspective were addressed in recent qualitative studies or in
teachers' stories.
Two studies suggest that teachers' perspectives will further understanding
about why and how teachers avoid becoming an attrition statistic. Duckworth
(1997) and Nieto (2003) have both chosen to work with teachers to try to
understand the motivational factors and experiences that influence their
perseverance in the profession. The key elements in both of these studies are that
they chose a) teachers who have successfully remained in the profession; b)
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teachers who documented and shared narratives of their experiences and; c)
teachers who were able to reflect on their experiences before, as and after they
shared them with the researchers. Their conclusions began to illuminate the
complex thought process that teachers engage in as they tackle the everyday issues
they face in the classroom. Both studies' findings demonstrate the value teachers
place on learning, their work, and the ability to interact and discuss their work in a
community o f teachers.
The value o f narrative can also be seen in the recent work of a team of
Harvard researchers who interviewed and observed teachers over the first three
years of their teaching careers (Johnson & Birkeland, 2003). By documenting the
teachers' experiences, stories and thought processes, the study's findings brought
into question another piece of conventional wisdom. There is the popular belief that
teachers quit because of student problems. It is important to note that their findings
implicated "...the insufficient school structure and support systems, and not the
students themselves" (Johnson & Birkeland, 2003, p. 608).
The study also brings to light how a change in family structure can bring to
light new values and needs and thus notes that childrearing/family decisions may
lead to career decisions. Finally, one of the most interesting findings was that when
teachers changed schools after a difficult initial experience, they could resolve their
conflicts and stay in the profession. As a result, the authors suggest that the
profession pay more attention to how we place and coach teachers in their choice of
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schools. This attention to placement might avoid values conflicts between teacher
and school or placing teachers in schools with no support. Examining teachers'
experiences provides a different picture of the reasons for leaving and begins to
suggest some innovative new solutions for attrition.
The trend towards this research genre is demonstrated in the increasing
number o f qualitative studies that document teachers' lived experiences when they
exit the profession. A sampling of papers at a recent conference provides a
sampling of research in this area. I just learned to keep my mouth shut:
Investigating a promising teacher's decision to quit teaching provides a case study
o f a three year period in this teachers career when he chose to exit the profession
(Gilbert, 2006). Teacher agency in career decisions: Understanding attrition and
retention through teacher’sperceptions o f power and voice examines teachers'
career decisions (McNew & Balcerzak, 2006). However, the interesting pattern
emerging from these studies is that while each traces narrative or experiences, there
is no model available to compare experiences or interactions during a teacher's
decision whether or not to leave the profession.
Questions Not Answers
In summary, the statistical profiles of the teachers' reasons for leaving and
teachers' narratives describing their lived experience emphasize the need for further
research. Given that changing the groupings of statistical categories or examining
the data from the perspective of a different discipline provides such diverse
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statistical pictures, the literature underscores the need to question conventional
wisdom and the patterns o f current analysis. Combining the perspectives of
teachers and integrating the thinking and knowledge of several disciplines might
yield a different picture of attrition or suggest a new way to structure retention
programs. One key finding in the review of literature is the research trend of
qualitatively documenting teachers and their decision to leave the profession.
However, there remains a paucity of data for understanding the decision-making
process teachers engage in as they decide whether or not to remain in the
profession. Finally, the multitude of studies and the need to be able to integrate
several disciplines of research suggests the need for a model to provide a
framework for investigation into the decision-making process.
Reason to Stay
Numerous teachers continuing to exit through the revolving doors has led to
scores o f policy makers attempting to address the issue with a series of programs
and policies (Laurence et al., 2002). Given the reasons teachers have for leaving
the profession, what can be done to help them be able to remain when they might
have otherwise left?
In a recent survey of nationwide teacher recruitment and retention
programs, our analysis found that most retention programs and policies could be
divided into financial or professional support categories (Laurence, 2001; Laurence
et al., 2002). Given that teachers' income is consistently below the average of many
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other professions (NCES 97-460,1997), mitigating some of the opportunity cost of
remaining in the profession can be an effective retention support strategy (Laurence
et al., 2002). Programs that fall into this category might include compensation
packages, financial incentives such as housing assistance or loans, medical
insurance and childcare options. Programs designed to increase professional
supports include induction programs, mentoring, formative teacher assessment,
providing teachers with classroom supplies and tools to increase student
achievement and opportunities for professional growth that reduce isolation,
burnout, improve classroom practices or support teacher personal and professional
development (Laurence, 2001; Laurence et al., 2002).
At this point in the literature review I have intentionally chosen not to detail
the types o f programs, but rather to focus on the findings of our policy analysis.
The first finding of note is that there is very little evaluation data for policy makers
to determine which programs and program components are most effective
(Laurence, 2001; Laurence et al., 2002). This is especially critical in times of
economic downturn and shrinking fiscal coffers, where a lack of data forces policy
makers to make decisions without adequate research. They may find themselves
cutting programs without knowing which programs or components are effective.
Conversely, when policy makers can invest substantial sums into teacher retention
and development this lack of data prevents research based decision-making.
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The second finding emerged during my data collection process for Policy
Analysis for California Education (PACE). As I spoke with school districts across
the country, most did not know what other districts were doing and were curious
about the various recruitment and retention programs and their efficacy. This
finding is especially important in this paper, because it highlights the need for a
model to not only compare programs but to allow districts to tailor programming to
match their respective needs and handing sources.
Many o f these retention programs have proven effective in reducing
attrition, especially among new teachers (Darling-Hammond et al., 1999).
However, research is still consistently calling for more information regarding the
efficacy and experience teachers have in these programs (Bobbitt, Ingersoll &
Quinn, 1997; Fideler & Haskelhom, 1999; Laurence, 2001; Laurence et al., 2002).
A finding in this literature area is the absence of studies that examine how
teachers actually make the decision to resign choose to return to teach. O f particular
note is the absence of studies examining and identifying the variables in the
decision making process. It is this lack of knowledge that makes it difficult for
policy makers to create effective policy or to examine their programs, and their
individual components for efficacy. This is especially critical if we wish to make
research-based decisions that allow for the effective allocation of scarce resources
and programming that enables teachers to continue to teach when they might have
otherwise left the profession.
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Deciding to Quit
While studies have examined the reasons for leaving and staying in the
profession, the current literature offers little insight into a teacher’s decision
making process. This dearth of information leaves policy makers very little
research-based information with which to decide what type of support program, or
components of a program, might work in their particular context (Laurence et al.,
2002).
An example o f how further research might inform teacher retention
programming is present in the NCES data sets. The Schools and Staffing Survey
and Follow-up Surveys provide comparative quantitative data from 1993-1994 and
the 1994-1995 school years (NCES, 1997). Data was extrapolated to specifically
examine Stayers, Movers, and Leavers to determine the extent of attrition, school
staffing issues, and the possible solutions (NCES, 1997). In this study, Stayers are
defined as those who remained in their present positions during the next school
year, Movers changed positions but remained teachers and Leavers describes those
who chose to exit the teaching profession.
There was consistent variance in the response rates from teachers who
chose to stay, move or leave. For example, in 1991-1992, 0.9% of Stayers felt
providing training in content areas and instructional methods would be the most
effective way to help teachers remain in teaching. In comparison, 4.0% of Leavers
and 2.1% of Movers felt that would be an effective way to assist teachers. In the
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same year, 58% o f teachers of Stayers felt providing higher salaries and fringe
benefits would be effective retention steps compared with 38% of Leavers. While
the data documented reasons for leaving and the opportunity to respond to ideas
that might prevent teachers from exiting the profession, the methodology did not
allow for examination of the actual decision-making process. These differences and
questions about the process underscore the importance of examining the decision
making process and specifically taking into account multiple perspectives and the
interactions that successfully support teachers during a point of decision.
Examining the findings of the NCES data set in light of my research
interests leads me to several questions. Given the response variance in Stayers,
Movers, and Leavers, were the teachers who chose to stay able to access the
learning they needed to be successful in the classroom? If so, what was that
learning, how did they access it and how did the timing of that learning relate to a
specific point in their career path? What was the difference between their possible
supports and opportunities in the point of decision compared to that of Movers and
Leavers? Why the difference between internal and external motivation and why did
those who stayed do so even when, in large percentages, they felt that providing
higher salary would help them stay? How did the individual teachers within each of
the Stayers, Movers and Leavers categories vary? What interactions in a point of
decision might change the process or outcome?
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These emergent questions can all be addressed with future research studies
that gather quantitative, qualitative, and mixed-methods data. However, these
future research studies could be more effectively combined to create substantive
grounded theory if there was a theoretical model for examining the process in
which teachers decide whether or not to remain in the profession. Generating a
model that informs policy makers about how teachers make the decision to leave
the profession will enable policy makers to use data to adjust or create programs
that support teachers in a point of decision.
An Emerging Research Need
The perpetually unacceptable attrition rate of teachers stretches scarce fiscal
resources, thwarts the potential achievement of teachers and students while
continuing to emphasize the need for further study. A thorough literature review
underscores the need to examine teacher attrition from multiple perspectives and to
examine standard perceptions and conventions in the field to provide research
based confirmation or denial of the perceived experiences of teachers during a
career decision. Emerging from the literature is an immediate need for a model
with which to integrate the findings from the current studies and to further examine
the decision-making process of teachers as they consider leaving the profession.
Currently there is no model available to integrate theory, policy, and teacher
narrative to understand what interactions might best support teachers in their
careers. The literature review suggests that we will only be able to understand and
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effectively address the attrition problem when we understand the process in which
teachers decide whether or not to leave the profession. Therefore, the primary
finding of this literature review is a need for a synthesis of the literature to create a
model that theoretically frames points of decision. A fully developed working
model will contribute to the field of education by offering a tool with which
scholars, teachers, and policy makers could integrate the current knowledge
surrounding attrition to make research based decisions, frame further inquiry into
the attrition and retention of teachers, and provide timely, appropriate and
accessible support to those facing career decisions.
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Chapter 3
METHODOLOGY
The number o f teachers exiting the profession serves as an empirical
reminder that we have not yet found ways to effectively support teachers as they
proceed through their teaching careers. The review of the literature in the fields of
teacher attrition and retention suggested that two research concepts needed to be
addressed in order to better understand how to effectively support teachers. First, it
was evident throughout the literature review that there are multiple studies being
conducted to examine attrition and retention from several research paradigms.
However, there remains a dearth of studies that connect the various academic
disciplines or that integrate the respective data and findings to determine what
grounded theory might emerge. Therefore, the first research concept that presented
itself was the opportunity to examine and integrate the existing data to search for
emerging grounded theory (Glaser & Straus, 1967).
The literature in the field frequently references the phenomena of teachers
deciding to exit the profession. Yet, while studies examine the reasons teachers
cite for leaving or staying in the profession, the current literature reveals no
common model for discussing or investigating teachers' experiences in a point of
decision. Consequently, the second research concept that emerged was the need to
create a model that describes the qualities of the decision making process.
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As a result of these two developing research needs, a research study was
designed to answer the question: What are the elements of a teacher's career
decision making process? Methodologies were specifically chosen to integrate the
need for a study that creates grounded theory from the multiple disciplines doing
research on teacher attrition and retention with the need for a shared understanding
of the decision-making process. Qualitative methodologies were chosen to search
for emerging theory, to provide a means for an in-depth examination of processes,
to allow for the exploration of linkages and connections, to describe phenomena,
and to allow for variables that have yet to be identified (Marshall & Rossman,
1999).
Each methodological stage of the research was designed to lead to the
creation of a theoretical model that describes teachers’ career decisions, specifically
addressing the emergent question: If teachers have chosen to serve, how might we
support them when they can no longer connect to their vision of teaching and
service? The Research Design Flow Chart depicts the flow of research throughout
the project (Figure 1). Because of the unique methodological requirements of this
study, this chapter begins with rationale for and explanation o f the research design.
Next, the parameters that delineated the screening of secondary sources to create a
data field are outlined. The analysis of the data is described in three phases: a) the
development o f grounded theory; b) connoisseurship and criticism; and c) analysis
of absence. Finally, an examination of the perspective that affects the research
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design, implementation and outcomes provides an idea of the study's strengths and
limitations.
Figure 1.
Research Design Flow Chart

Research Question

What are the elements of a teacher's career decision making process?

Screening of Secondary Sources

Analysis

Grounded Theory
Connoisseurship & Criticism

Development

Analysis of Absence
Creative Process

Point of Decision Model

reVisioning 32
Rationale
Real reform is so badly needed—and we have restructured education
so often without reaching that distant dream—that we should be
sending expeditionary parties down every trail we can find. (Palmer,
1998, p. 7)
I designed a research study that met the need for an integration of multiple
sources and disciplines while also allowing for the creation of model that
theoretically frames and describes the decision making process. Standard research
methodologies have gathered the data necessary to speak to both of these needs, but
they have not been able to span the traditional barriers imposed by modem research
parameters to take the next steps of creative investigation. Therefore, I have merged
the standard dissertation format, the doctoral study guidelines and expectations
with the research needs and possible methodologies in a creative process to answer
the research question: What are the elements of a teacher's career decision making
process? This section offers a map of what emerged as the research and creative
process unfolded and highlights where the design diverges from a linear research
model. In response, I offer a rationale and explanations of how I have reconciled
the incongmence that arose while designing a non-linear research model.
As I worked through my design process, the first discovery was that there
was no one research methodology or standard mixed-methods approach that would
meet the research needs and questions that arose from the literature review. In my
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search through various methods and combinations that might be combined to
answer the research question, I was constantly reminded of the explicit and implicit
expectations that are placed on doctoral dissertations. The greatest incongruence
emerged while trying to reconcile the linear process required by the step-by-step
layout of the chapters of a dissertation, specifically, when the noted methodology
for the development o f emerging theory suggests that you not become familiar with
the existing literature until after you have worked with the data (Glaser & Strauss,
1967). Given the chapter expectations and prescribed pattern of doctoral defenses, I
was unable to reconcile this incongruity and have noted this in the limitations
section.
The next incongruence emerged when I tried to place the unique
combinations o f methods into the standard methodology section format. Qualitative
research methods often rely on a design where the questions and research may
"unfold, cascade, roll and emerge" (Lincoln & Guba, 1985, p. 10) The standard
dissertation methodology format of research question, data gathering, analysis, and
findings would not fit the pattern that emerged from my choice of methods. I have
reconciled this in two ways: First, I have been transparent about the need for
qualitative research and analysis to proceed in a non-linear manner and second, by
incorporating the ability to follow through on emerging questions with a return to
the data sources into the study's methodology.
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Data Screening
The data gathered for this study framed my exploration of how theory,
context, policy, and lived experiences could be synthesized to create a model of the
process teachers engage in as they decide whether or not to exit the profession. The
data utilized for this study was drawn entirely from secondary sources. Given the
vast field of possible data, two criteria were used to screen the field to a
manageable size while also maintaining the integrity of the data. The first criterion
was set by a decision to include only a series of predefined secondary sources.
Next, five filters were used to gather data with varying perspectives. By combining
these two criteria, I created a screened set of data that was accessible, manageable,
and focused.
Data Sources
The field of possible sources that might answer the research question was
vast. Anything from memoirs to movies to Internet blogs might have provided
pertinent sources o f data or perspective. In order to create a manageable field of
data while also upholding the integrity of the data sources, I chose to gather five
types of data. The secondary sources used in this study were drawn from: existing
studies, organizational documents, policy documents, popular literature, and
published books. The first criterion for including these sources comes from the
literature review. Specifically, I noted the need for grounded theory to be developed
from the broad landscape of studies that have already been conducted. As a result, I
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chose to include existing studies as only one source of data. Next, I included both
organizational and policy documents to provide context and perspective for the
decision making process. Finally, I chose to include two sources of general data:
popular literature and published books. I have chosen to mix standard research
sources with popular literature in order to bring varying perspectives and context to
the decision making process. Stepping out and accessing a person's varying
thoughts and perspectives will bring alternative perceptions into the data stream.
For example, a teacher who is considering exiting the profession may turn to career
self-help books and scan the Internet for job postings rather than read a research
report. Examining several perspectives and sources also provided consensual
validation (Eisner, 1998; Flinders, 2005) by allowing me to compare stories and
studies to look for agreement or incongruencies. Table 4 outlines the types of data
that were gathered and provides a listing of sample sources and the types of
information they yielded.
Table 4. Data Type, Sources, and Yields
Data Type

Sample Sources

Yield

Existing Studies

Conference Proceedings

Case studies

Dissertation Abstracts

Teacher narrative

Journal Publications

Theoretical analysis
Developing theory in
several fields

Organizational

Accreditation Documents

Turnover

Documents

Education Offerings

Job availability
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School & District Policy

Community resources

Union Contracts

Teacher resources
Benefits

Policy Documents

Popular Literature

Legislative Proceedings

Resources

Licensure Requirements

Funding levels

Policy Briefs

Required development

Position Statements

Political pressures

Newspaper Articles

Socio-cultural

Internet Sources

background
Job postings
Resources
Advertisements
Teachers' Stories

Published Books

Autobiography

Narrative

Biography

Lived experiences

Previous Studies

Philosophical and
theoretical treatises

Because the data was drawn from secondary sources, an expedited review
by the Office of Research and Sponsored Projects was applied for through the
Office of Graduate Studies. Some of the studies did contain identifying
information. However, because the data for this study was drawn from publicly
available sources, there was no additional risk placed on those individuals by
including their narratives in a secondary analysis.
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Five Filters
To uncover the elements of a teacher's career decision making process
required the integration o f several types of data from multiple sources. A
predetermined series of five filters was used to manage the incoming data. All of
the data gathered was focused on understanding the elements of the career decision
making process. In order to begin classifying and coding the data, five pre
determined filters were used to sort the data. The five data filters were labeled:
philosophical, contextual, comparison, lived and applied policy (Table 5).
Table 5. Five Data Filters
Filter

Intention

Data Types

Philosophical

To describe the current

Existing Studies

expectations of teachers.

Organizational
Documents
Policy Documents
Published Books

Contextual

To examine the socio

Existing Studies

cultural context the

Organizational

decision exists within.

Documents
Policy Documents
Popular Literature
Published Books

Comparison

To create a confluence

Existing Studies

that spans the disconnect

Published Books

between disciplines.
Lived

To give voice to those

Existing Studies
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Policy

who have lived the

Popular Literature

experience.

Published Books

Describe the interactions

Existing Studies

and experiences that

Organizational

might occur within a

Documents

POD.

Policy Documents
Published Books

Data was gathered and screened until each of the filters was well
represented in the data set. The filters were used throughout the research project to
frame the data gathering, data analysis and model development. Each of the five
data filters is described below:
Philosophical filter. The intention of this filter was to examine the
expectations currently placed on teachers. This filter searched for data related to
what teachers expect o f themselves, what students expect, what parents expect,
what policy expects and the expectations of the community members.
Contextual filter. This filter highlighted data that informed the socio
cultural context the decision rests within. This follows the tradition of Vygotsky's
(1978) socio-cultural and activity theory. More recently, this is represented by
Grossman, Thompson and Valencia (2001) as they examine the teacher as a
causative agent while also looking at the possibility of the context in which they
teach as causative.
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Comparison filter. The Comparison Filter specifically looked at the theories
o f several academic disciplines to determine where there is agreement and
disagreement. This filter will provided the opportunity to examine how each
discipline might provide insight and questions to deepen the inquiry or complete a
picture o f the decision making process.

Lived filter. By lived, I meant the lived experience of teachers. What do the
teachers themselves have to say about the decision making process? The field of
teacher narrative provides the methodological justification for this filter's inclusion.
Ritchie and Wilson (2000) describe this as the "interplay o f subjectivity, experience
and narrative in teacher development" as they "script" their identities and
"processes that allow teachers to resist and revise those scripts" (p.l).
Applied policy filter. I have very specifically chosen to use the term applied
rather than just policy. The fact that a policy has been created does not imply that it
is timely, appropriate or accessible. In my analysis of recruitment and retention
policy I found that teachers are often unaware of programs that might assist them
(Laurence et al., 2001). As a result, this filter will examine policy for both what
exists and what is being utilized.
During the data gathering, filters were interchanged and combined to direct
and compare the perceptions from which data were gathered and then focused on
the decision making process. Like a photographic essay, the use of one or more
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filters offered differing perceptions o f the unfolding data stream while still
maintaining focus on the subject.
The initial research question was used as a starting point or, in keeping with
the photographic metaphor, a lens with which to begin to sift through all of the
secondary sources o f data. So I began by asking, what are the elements of a
teacher's career decision making process. However, I also recognized Janesick's
(2004) admonition to qualitative researchers that:
Qualitative work demands that the researcher avoid trying to prove
something. Instead, the heart of our work is understanding the social
setting and all that it entails. This means that you do not go into the
field with the answers. You are always framing questions, (p. 117)
Therefore, I chose to hold the option to open to develop and pursue
questions as they arose. The inherent structure and versatility of the filter and lens
combination met the demand that qualitative research design contain structure and
flexibility. The data gathering process allowed for data to be screened and
examined and yet also be returned to as needs arose during development and
analysis. This complex design provided screened, focused and manageable data,
with which to proceed to the next stage of analysis and development.
Analysis
The next stage of the research involved moving the screened data through
several rounds o f analysis. The research question kept the focus on the need to
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integrate and synthesize several domains of literature in order to explore the
elements of teachers' career decisions. Therefore, the first step in the analysis was
done using an iterative pattern of analysis to search for grounded theory with which
to describe and theoretically define points of decision. Next, connoisseurship and
criticism provided the creative bridge necessary for perceiving how subject and
context interact. Emerging from the analysis were the descriptive elements of
teachers' decisions.
Grounded Theory
Using Glaser and Strauss' (1967) early model of grounded theory
development, I began the analysis using comparative methods. Before they parted
methodological ways, Glaser and Strauss suggested using comparative analysis to
examine data for both similarities and differences. Through iterative patterns of
analysis, they suggested that grounded theory can emerge from the data. In order to
do this, I worked through the data, looking for connections, patterns and emerging
questions.
The analysis began by searching "for general statements about relationships
among categories of data" in order to build grounded theory (Strauss & Corbin,
1997 as cited in Marshall and Rossman, 1999, p. 152). The material was then
sorted by working through a series of stages, beginning with common
classifications, moving through to special classifications and then into theoretical
classifications (Schatzman & Strauss, 1973 as cited in Marshall & Rossman, 1999).
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The five filters provided the initial set of common classifications. Further
classifications emerged as the analysis unfolded. Appendix 1 demonstrates this
pattern of analysis.
Connoisseurship and Criticism
The second method of qualitative analysis that was used comes from the
field of arts-based educational research (ABER). As a means of qualitative inquiry,
connoisseurship and criticism provide a complex, structured, and flexible means for
educational inquiry. Eisner's aesthetic background provides the definitions that
frame this mode of inquiry (1998). According to Eisner, connoisseurship is coming
to know, which in the arts "depends on the ability to see, not merely to look" (p. 6).
He then defines criticism as ".. .the process of enabling others to see the qualities
that a work of art possesses. Effective criticism functions as a midwife to
perception. It helps it come into being, then later refines it and helps it become
more acute" (Eisner, 1998, p. 6)
At the center o f Eisner's (1998) method of inquiry is the integration of
subject and context. He reminds researchers that:
It does not seem particularly revolutionary to say that it is important
to try and understand how teachers and classrooms function before
handing out recommendations for change. Yet so much of what is
suggested to teachers and school administrators is said independent
of context and often by those ignorant of the practices they wish to
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improve. If qualitative inquiry in education is anything, it is about
trying to understand what teachers and children do in the settings in
which they work. (Eisner, 1998, p. 11)
Connoisseurship provides a means for perceiving how a subject and context
interact. During the analysis of data this meant integrating several filters to begin to
know what defines and creates a point of decision. For instance, I examined how
the philosophical filter can be combined with the lived experiences of teachers to
see what it might tell us about a point of decision. This idea is exemplified in
Janesick's (2004) description of how she works through the analysis:
Looking for what does not make sense in a study, what does not
quite fit, and what exposes points of conflict often yields amazing
information and insight... .In dance we call it 'looking for the
asymmetrical.' In yoga, we call it 'looking for the imbalance' (p. 118)
Eisner (1998) suggests that by beginning to perceive and communicate how
subject and context interact, one starts to formulate possible models for points of
decision. This means that the data gathering and analysis was not carried out in a
linear manner but in a creative process. In this case, it involved swerving in and out
of data and method like a photographer working between their sight, what they see,
and with what their filters and lenses reveal on film.
Ansel Adams uses the term contrived subjects to refer to planned or
arranged photographs. I would compare his word contrived to my planned
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examination o f data. He offers a process that I believe represents the aesthetic
principle of Arts Based Education Research methodology.
Contrived subjects are selectively organized, whereas the found
object is subject to analytic consideration. The visualized image is,
o f course a swift decision, but it is necessary to think o f viewpoint,
focal length of lens, the exposure-development program and so on,
to achieve the desired results... (Adams, 1983, p. 34-35).
Employing Arts Based Education Research Methods, and specifically
connoisseurship and criticism, allowed me to create a picture of the decision
making process as it rests within its context of a teacher's life. Combining the
theoretical structure with the emerging picture of context, provided the means to
perceive and describe the elements of teachers' career decisions.
Emergent Methodologies
During the data screening and initial data analysis, a series of
methodological questions arose. These questions required that I make decisions that
involved choosing a frame of reference, confronting cultural assumptions of blame,
and choosing to explicitly intertwine my own experiences throughout the data
gathering, analysis, and model development. In order to understand these decisions,
I present examples from the data that gave rise to the methodological questions and
explain my rationale for the resulting decisions.
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An Applied Frame o f Reference
The purpose of this qualitative inquiry was to create a deeper understanding
of the decision making process. Yet, before I could proceed too far, it became
apparent that I would need to decide whose eyes I was trying to understand the
process through and who I wanted the information to serve. I searched the literature
to determine a perspective that was sparsely represented. I found that when I looked
for material or data from the perspective of a teacher in a decision making process,
there was a dearth o f resources. When I returned to the materials again with the
perspective o f a human resources person or an administrator faced with a teacher
deciding whether or not to leave the profession, I again found a scarcity of
theoretical or reference material to which to refer.
As a result of this gap in the literature and the needs of professionals in the
field teaching and supporting teachers, I have a chosen an applied frame of
reference in which to present the findings for this dissertation. By applied, I mean
that the experience of the decision making process is viewed through the eyes of a
teacher or someone trying to work with a teacher through the process of deciding.
This perspective provided a consistent touchstone and determined which data to
include in this study and how the model was developed.
As a researcher, an applied frame of reference provided a consistent
perspective. I realized the opportunity the literature presented was to create access
points where teachers could connect to policies, programs and supports as they
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work to construct their dream o f teaching. It became apparent that a model that
theoretically framed the decision making process would serve teachers, policy
makers and administrators. Teachers facing a career decision would have access
points, policy makers would have a model to frame cost effectiveness analysis with
and administrators could examine their support systems and provide teachers with
access points to support measures. I held these thoughts and an applied frame of
reference as I created a model that bridged theory to practice and thereby hoping to
serve in my own way. The results of this perspective become apparent in the
implications section of the dissertation.
Assignment o f Blame
The question, why do teachers choose to leave the profession, contains a
certain form of risk, the risk of seeking to place blame. As we ask why, as teachers,
researchers, journalists or policy makers, we run the risk of following a cultural
tendency to assign blame. The literature contains examples of placing blame on the
teacher, the students, the administrators, the legislation or system so that at least
blame is assigned. For the purposes of my work, one assigned area of blame is
often the teacher since the teacher made the decision. I have chosen to take a stance
of qualitative inquiry where:
So inquiry is not just asking questions, it is questioning into
something. Inquiry entails the perception of depth. It has the quality

reVisioning 47
of penetrating into something, going deeper so you can see what you
haven't been able to see before. (St John, 1999, p. 110)
In choosing this stance, I am not looking to place blame but to seek the
parts and understand the interplay at the complex confluence of subject, context
and players.
Researcher's Frame o f Reference
The two previous decisions helped bring rise to the current question: If I
was seeking to see what I do not yet understand and to translate all that I have
found into an applied form, wouldn't looking through my eyes and translating, or
processing, through my mind dramatically affect the outcomes of this research?
Eisner (1998) raises this question by discussing the transactive process of making
sense of something:
Qualities are candidates for experience. Experience is what we
achieve as those qualities come to be known. It is through
qualitative inquiry, the intelligent apprehension of the qualitative
world, that we make sense. (Eisner, 1998, p. 21)
Since I am a former high school teacher and I left the classroom to pursue my
questions of teacher support and development, I cannot imagine that having made
this decision does not impact my inquiry. So then, the question became: To what
degree should I be transparent about my story and experiences and how they
impacted the research?
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One series o f personal experiences in particular affected my work on this
project. Mid-way through my doctoral work, I managed to bum out. I finally
decided to complete the degree. Coming back from bumout and facing the
questions and decisions that accompany it has impacted my research. If I did not
face bumout, this would have been simpler dissertation and would have stopped
with a surface model of options for teachers. To have faced the decisions and doubt
the profession allowed me to look for different solutions than I would have seen
without these experiences. Given my own story, I knew there was something below
the surface, and I chose to pursue additional avenues of inquiry.
To not tell my own story would hide too much of how I interacted with and
viewed the data. To not tell my story would contribute to the myth o f having
answers versus being just "another traveler

" Gloria Ladson-Billings (1994)

marks the trail as she introduces her book Dreamkeepers with the following
explanation:
I could have chosen to write this book in the dominant scholarly
tradition -- statement of the problem, review of the literature,
methodology, data collection, analysis and implications for further
research. Indeed, this is what I was trained to do. But that tradition
rejects my necessary subjectivity. Thus I choose to integrate my
"scholarly" tools with my knowledge of my culture and my personal
experiences." (p. xi).
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So I offer my research in a dissertation format, but I also want to be transparent and
say that I am a person with experiences. I conducted this research and a part of me
is in the findings.
Creating a Model
Analysis of absence methodology offered the possibility to create a model
of teachers' career decisions. Analysis of absence is defined as "imagining an
alternative process and comparing it with the existing process" (Shoval, 1998, p.
130). The analysis o f absence methodology was developed by integrating what
scientists do as they engage in the creative process of exploring new models and
theories with the perception that connoisseurship and criticism brings to Arts Based
Education Research (ABER) (Shoval, 1998). Shoval's methodology suggests that
models may be developed by proposing a new model rather than altering the
current model. This methodology introduces the concept that simply because
something already exists, researchers do not have to begin there or take that as a
given or feel constrained/limited by its existence. Instead, the model suggests that
researchers can begin by creating a whole new something. Comparing the model to
current theory and existing models and then examining the differences provides a
process of model development.
In her writing, Shoval (1998) very specifically uses the word imagine to
discuss the formation of a model. For me, this implies the use of a creative process
to generate something new. For this inquiry project, the model was developed
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through a creative process framed by six stages: brainstorming, storyboarding,
looking for imbalance, comparison, choosing a model, description and criticism.
(Table 6). Each o f these stages draws from ABER or from creativity theory. I have
chosen to be intentional and transparent regarding the creative process to bring
attention to its role in research and recognize that creativity and imagining are a
method that is to be engaged in and with.
Table 6. Six Stages o f Model Development

1. Brain Storming
2. Storyboarding
3. Looking for Imbalance
4. Comparison
5. Choosing a Model
6. Description & Criticism

I have labeled the first stage as Brainstorming. Tharp (2003) would call this
process "scratching for ideas" (p. 95). This stage included searching for the little
ideas that eventually led to imagining the possible models. With these
brainstorming ideas in mind, possible models of the decision making process were
storyboarded. Storyboarding is a technique (Tumminello, 2005) of writers, photo
essayists, and directors that is used to tell the story. In this case, it was the emerging
story o f the decision making process.
The third stage, Looking for Imbalance, involved asking about the all o f the
spaces that comprise a point of decision. In art as well as Arts Based Education
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Research, it is both the perception and conveyance of positive and negative space
that allows for creation. This involves asking what is defined by what is absent and
de-valued in its absence (Eisner, 1998; Shoval, 1998). This stage added depth and
dimension to the proposed models.
The next stage, Comparison, involved examining the models I imagined as
compared to the one that I developed during the proposal process. In her analysis
of absence, Shoval (1998) compares the newly envisioned models to the current
curriculum planning models. Because there is no current model for points of
decision, I chose to use my proposed model and then compare the others against it.
As a result o f comparing the models and the data, a model began to emerge. The
last stage o f Description and Criticism involved finding a way to describe and
convey the resulting model.
Strengths and Limitations
The outcome of this study is the reVisioning Model. This model provides an
answer to the question: What are the elements of a teachers' career decision
making process? The strength of this study rests in its ability to address the need for
an analysis of secondary sources to create grounded theory, analysis that spans the
traditional disconnect between disciplines, and the need for a theoretical model of
teachers' career decisions. However, the strength of the study also provides its
limitations. In particular, the study is limited by perception and the use of
secondary data sources.
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Glaser and Strauss (1967) suggest that it is best to ignore the current
literature body when building theory. Previously, Emerson (1841) wrote about
this vein o f thinking and suggested that "Everything the individual sees without
him corresponds to his states of mind, and everything is in turn intelligible to him,
as his onward thinking leads him into the truth to which that fact or series belongs"
(p. 138). However, I have to make an intentional break with that pattern and
recognize that in my doctoral work and investigation of the existing literature, I
have already become well acquainted with the body of literature. Secondly, I have
been a teacher and am not currently in the classroom; therefore, my own experience
also provides a set of presuppositions. I recognize that these previous experiences
create a set of limitations for this study.
As a researcher, I address these limitations by combining three methods of
analysis. Malhotra (1994) suggests that the reader will be better prepared to make
up their own mind if they are familiar with and are aware of many points of view.
By integrating several methods of analysis and entering the research with a critical
relativist approach, I would also put forth the premise that I cannot present
definitive answers; rather, I can present ideas and continue to refine them as they
are implemented. This premise represents my belief that research is not the end;
rather it is a beginning and an ongoing process.
In addition to the limitations of the author's perception, this study is also
limited by the decision to include only secondary data. While the cogent, yet
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flexible, research methodology allows for inclusion o f many types of data, it does
not allow for access to new data specific to the needs or questions that emerge.
While this may be a significant limitation, I would argue that it is one that is
necessary to continuing work in this field. The literature review specifically points
to the need for an integration of the literature from several fields and for the
development of a model of teachers' career decisions. Building a model which
theoretically frames and creates shared points of reference increases understanding
of career decisions and allows for intentional and planned research, policy analysis
and the development of support structures.
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Chapter 4
MODEL DEVELOPMENT
As I defend this dissertation, there will be teachers packing up their
classrooms. Some will return next year and others will not. Before they reached
that conclusion, they will have engaged in a career decision making process. By
seeking to identify and understand the elements of a teacher's career decision, the
data analysis has yielded three dimensions of understanding of the career decision
making process. In this findings section, I present these dimensions of
understanding as three focal perspectives and two global needs. These dimensions
of understanding then formed the basis for the construction of a theoretical model
of teachers' career decisions.
Each of the three perspectives represent a specific focus which, when
applied to the decision making process, bring specific aspects of the decision
making process into clarity. The Component perspective provides a structural
framework for examining career decisions. Next, the Experiential Perspective
allows the elements of the decision making experience to emerge. Finally, an
Integrative Perspective draws together the framework and elements of the
component and experiential perspectives and combines them with narrative to
create an integrative perspective.
Emerging from these three perspectives were two global needs. The global
needs address two points of disconnect that consistently emerged in the analysis.
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These points o f disconnect provide an understanding o f two global needs that may
affect the outcome o f teachers' career decisions. These two global needs
demonstrate how the impact of teachers' access to supports and their need to
maintain a connection to their vision o f teaching on the decision making process
Figure 2. Dimensions o f Understanding

Career Decision

Component

Experiential

Vision

Access
Points

Integrative
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Three Perspectives
Three perspectives offer insight into the career decision making process so
many teachers have engaged with. The perspectives are based on the focus used to
view the decision making process. The Component, Experiential and Integrative
Perspectives each offer a stance from which to search for the elements of a
teachers' career decision. Within each perspective, I present the elements of
teachers' career decisions that emerged when that particular perspective was held.
The preponderance o f studies are designed using a Component Perspective. By
component, I am referring to the parts that make up a decision. In particular, these
studies identify the variables of, and responses to, components of the decision. The
second perspective, Experiential, offers us the view apparent in qualitative studies
that are seeking to understand the lived experience of teachers involved in career
decisions. Specifically, these studies seek to identify, document and understand the
qualities that contribute to the experience of making a career decision. Bringing
together the Component and Experiential Perspectives and intertwining them with
several other theoretical perspectives allowed for the creation of an Integrative
Perspective. The Integrative Perspective offers a way to envision a holistic picture
comprised of the decision, the person, and the context.
Component Perspective
The Component Perspective brings the framework of the decision making
process into focus. A large number of the studies focus on identifying a cause for
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reconsidering continuation in the profession. Several also ask teachers to indicate
what they will be doing the next year. Using this framework and looking across
several studies allows for the creation of a Component Perspective. Given the
studies that have been completed, the Component Perspective offers a view o f two
components o f the decision making process: reasons for reconsideration and
reconstruction options. (Table 7). Focusing on the reasons for reconsideration
offers an opportunity to examine the possible reasons a teacher might reconsider
continuing in the profession. Examining the structural components and options that
a teacher has allows us to realize what choices they believe they had. However,
with a Component Perspective the decision making process remains unexamined.
Table 7. Component Perspective
Reconsideration
Reasons for Reconsideration
■ Bumout
* Bureaucratic Fatigue
■ Challenge
■ Child Rearing
■ Isolation
■ New Teacher
■ Opportunity Cost
■ Personal Challenge
■ Professional Loss
■ Retirement
■ Success
■ Values

Decision
Not examined

Reconstruction
Professional Options
■ Continue to Teach
■ Continue to Education
■ Continue to Service
■ Continue to
Withdrawal
■ Continue to Another
Career

Reconsideration
Teachers' narratives suggest that events in their personal and professional
lives may alter their career trajectories (Duckworth, 1997; Huberman, 1993;
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Johnson & Birkeland, 2003; Nieto, 2003). For example, the literature offers
examples of experiences such as a financial crisis (Johnson & Birkeland, 2003), the
presentation of other employment opportunities (Bullough & Baughman, 1997), or
the frustrations of not being able to meet expectations for student achievement
(Farkas & Foleno, 2000; Johnson & Birkeland, 2003).
The literature blurs the line between experiences that may lead to
reconsideration, the actual process of making a decision and what a teacher recalls
as the reason they have chosen to leave the profession. I have specifically chosen to
mark a distinction between reasons for reconsideration and the career decision
making process. For the purposes of this dissertation, a reason for reconsideration
may or may not be an event that leads to a career decision making process. A
reason for reconsideration is something that draws attention to the space between
reasons for entering the profession and reasons for staying.
For the purposes of shared understanding, I have chosen to include one
comparative example to illustrate the difference between a reason for
reconsideration and a point of decision. In the Resilient Practitioner, Skovholt
(2001) describes “ambiguous professional loss—ending before the ending” (p. 88).
[Emphasis and italics are mine]. I would affix the label reconsideration to an event
that caused the teachers to have a sense of ambiguous professional loss. He
describes this loss with a teacher’s story:
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A teacher spent the year with an at-risk fourth grade boy, trying
amidst a room full of 31 children to give him enough attention to
improve his poor academic performance. She was very interested in
his progress. Just as he started to finally make major strides in April
o f the school year, after months of effort by the teacher, he was
suddenly removed from his home and put in a foster home in
another town. She never saw him again. (Skovholt, 2001, p. 88)
This description emphasizes the work of the teacher and student and the unintended
or unexpected outcome. Because the outcome did not match the goals she set, I can
surmise that the sense of ambiguous professional loss may have led the teacher to
face questions such as: How will I know if I made a difference? For the purposes
of a Component Perspective, the teacher's process of facing those questions is a
decision. But what leads to those questions is what I would label as
reconsideration.
Reasons fo r reconsideration. Using the Component Perspective, the
ambiguous professional loss of a child offers one reason for reconsideration. The
current research offers many insights into why teachers might consider leaving the
profession. These reasons have value in their ability to frame the decision making
process and in their ability to allow teachers, and those who work with them, to
name what has led them to reconsider their commitment to the profession. The
literature provides a firm grounding for classifying several reasons for
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reconsideration. I have synthesized the attrition literature; the following descriptive
classifications emerged as reasons for reconsideration (Table 8, Descriptive
Classifications of Reasons for Reconsideration). These descriptive classifications
can be used to describe or talk about the type of decisions a teacher may be facing.
They might also be used to examine how retention programs might meet the needs
of teachers who may have differing reasons for reconsidering their teaching career.
These classifications emerged during data analysis. I chose labels for the
classification terms for reasons for reconsideration based on phrases in the
literature or chose a comprehensive descriptive term to label areas where the
literature uses several terms.
Table 8. Descriptive Classifications o f Reasons fo r Reconsideration
Reason for

Brief Description

Literary Basis

The absence of a sustainable level

Maslach, 2003; Skovholdt,

o f giving created by an imbalance

2001; Steffy, Wolfe, Pasch

of demands, supports,

& Enz, 2000

Reconsideration
Bumout

expectations, rewards and
personal coping mechanisms.
Bureaucratic

A point in which institution

Farkas, Johnson & Foleno,

Fatigue

impediments have eroded a

2000; Maslach, 2003;

teacher's belief that the education

Palmer, 1998

system is capable of achieving its
purpose.
Challenge

The unmet desire for continuous

Lortie, 1975; NCES, 1997-2
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challenge and opportunity for
advancement.
Childrearing

Any event from childbirth,

Darling-Hammond, 1999;

adoption to caring from a sick

Ingersoll, 2001; NCES,

child that increases time demands

1997-1

at home.
Isolation

A perceived or real lack of a

Intrator, 2002; Lortie, 1975;

support network.

Steffy, Wolfe, Pasch & Enz,
2000

Learning to

Phases where a teachers takes on

Bullough & Baughman,

Lead

new levels of leadership.

1997; Nieto, 2003; Palmer,
1998

New Teacher

The first five years of a teaching

Darling-Hammond et al,

career when entrants question

1999; Ingersoll, 2001

whether or not they want to
commit to the teaching
profession.
Opportunity

Economically defined as the cost

Cost

of the second opportunity that

Lortie, 1975; NCES, 1997-2

was given up to pursue the
chosen opportunity. In teaching
this may be financial, status or
life experiences.
Personal

Family or medical needs in

Change

conflict with current teaching
position, location or
responsibilities.

NCES, 1997-2
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Professional

Facing the difficulties that

Flinders, 2005; Skovholdt,

Loss

accompany being a part of

2001

children's lives. May include:
death, illness, abuse or family
strife.
Retirement

The decision to retire. This

NCES, 1997-2

includes the complex area of
deciding to retire early for
burnout or medical reasons.
Success

A teacher's recognition that they

Johnson & Birkeland, 2003;

have been unable to meet their

Farkas, Johnson & Foleno,

vision for student learning.

2000; Noordhoff &
Laurence, 2004

Values

A conflict between the education

Johnson & Birkeland, 2003;

values of teachers and education

Palmer, 1998

institutions.

These classifications are not all encompassing and may or may not describe
each individual teacher's experiences in reconsidering their decision to exit.
Instead, they are a way o f beginning to talk about the complex questions that a
teacher may face and examine in a career decision. These classifications have the
potential to support the profession by providing a framework for further research
by framing and describing career decisions so that the research can then determine
what questions teachers face, how they interact with learning as a result of those
questions and what supports are effective.
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Reconstruction options
The phrase reconstruction is meant to suggest that teachers may reconstruct
their career as a result of a career decision making process. They may put the pieces
back together to form a new way o f teaching or the building blocks for a move to
administration. The literature shows a pattern of five reconstruction options
teachers are exercising as they work through a decision. The five reconstruction
options provide a basic framework for looking at options and understanding what
options teachers see. Currently, the five options are: continue to teach, continue in
withdrawal, continue in education, continue in service, and exit the profession.
A teacher who reconstructs their career to continue to teach is one who
chooses return to a classroom setting. There may be changes of subject matter,
grade level or school, but the teacher remains in the profession and chooses to
teach. A teacher who continues to education is one who has chosen to exit the
classroom but is committed to the formal field of education and assumes a position
of support or leadership within the field. For example, a teacher may become an
administrator, professor, or librarian.
To continue in service spans the distance between continuing in teaching,
changing roles in formal education, and leaving the profession. Consistently
emerging in the literature were former teachers who held service and learning as
core values. Yet, they had chosen to leave the formal field of teaching. In some
cases they continued in informal education such as museums and camps, supported
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education by creating curriculum materials and texts, or offered their gifts through
not for profit programming.
The next path, continue to another profession, is one where a teacher
chooses to leave the field o f education. I am going to purposefully pause here and
examine the choice to leave the profession. The pervasive feeling in the literature is
that if a teacher leaves, the cost of attrition is borne by the community in fiscal cost
and decreased student achievement. However, while there are costs associated with
the departure of teachers from the profession, there are also surprising benefits to
teachers leaving the classroom.
One consistent example of teachers entering other professions comes from
the Teach for America (TFA) Alumni. Teach for American founder Wendy Kopp
(2003) notes that at one gathering of TFA Alumni that many of their former
teachers who chose not to continue teaching were now serving education in other
related positions, such as on the judicial bench or as child advocates. She also noted
that if their professional choices did not include education, they still retained the
experience and understanding of one who has been in the profession and supported
education from their roles in other professions. A recent newspaper article provides
the narrative that documents this:
Stephen North, a family physician at the University of Rochester,
found his calling teaching with TFA in 1993 in North Carolina. One
night he offered to take a student with pink eye to a walk-in clinic;
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the child's mother asked if a younger sister could get checked, too. A
kid down the road hitched a ride. By the time he arrived at the clinic,
North had four children in tow.
' I began recognizing that my students had very poor access to health
care,' he says. He now teaches doctors how to work with families
and schools. (Toppo, 2005, 7D)
Another option is to continue in withdrawal. Teachers who have taken this
path have found no resolution within their decision making process. For many
reasons, these teachers have chosen not to exit the profession but have not yet
found a resolution to their questions regarding the profession. The Life Cycle o f a
Career Teacher refers to this as withdrawal (Steffy, Wolfe, Pasch & Enz, 2000),
and Maslach (2003) used the label of burnout to represent the same construct. A
word of caution emerges from Maslach’s research, noting that teachers who have
found methods of reducing stress are not immune to further burnout. Suggesting
that teachers who are taught only to reduce stress may experience further burnout
later as they take on further responsibilities to fill in where the stress reduction
allows (Maslach, 2003).
Return to Withdrawal is a category with considerable costs to teacher,
student and community that cannot be quantified. However, I would like to
emphatically note that just because a teacher has chosen to persist in the profession
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does not mean that at some time timely, appropriate and accessible supports might
allow a teachers to reconstruct other options - perhaps, even, a return to teach.
Experiential Perspective
The Component Perspective frames the process of making a career decision
with reconsideration and reconstruction. The Experiential Perspective begins to ask
about what happens during the decision making process In order to represent the
Experiential Perspective, I compiled teachers' descriptions of their career decisions.
What emerged were a series of elements teachers experienced during a career
decision. Teachers grappled with the elements of isolation, limited options,
emotions, identity changing questions and an unnamed awareness (Figure 3).
Figure 3. Elements o f the Experiential Perspective
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Isolation
Isolation is a predominant theme in the literature surrounding teaching as a
profession (Lortie, 1975). The data demonstrated that teachers often feel or are
isolated from a support network and resources during the decision making process.
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In very few narratives did the teachers describe themselves as seeking or finding
help with their decision. In most cases, they announced or rationalized the decision
but not until the motions had been set in process. From the stories I found, I
surmise that "I quit" is often the first phrase of the decision making process that
involves other professionals. One principal describes vividly describes his recent
experience:
"When he announced he was going to leave, I cried," Peters says. "I
couldn't believe it. Jonathan was one of the best we had. I'm going to
cry right now thinking about it. I think our kids are in desperate
trouble." (Moulthrop, Calegari & Eggers, 2005, p. 18)
One of the most descriptive examples of perceived isolation is in the two
books First-Year Teacher (Bullough,1989) and First-Year Teacher Eight Years
Later (Bullough & Baughman, 1997). These books document a college professor
and one o f his pre-service teachers over the course of several years. The study is
described as a longitudinal narrative "inquiry into the study of beliefs about one's
self, one's life and one's work" (Berliner in Bullough & Baughman, 1997, p. ix).
Bullough spends several years visiting Baughman's classroom and talking with her
about her teaching. The narrative draws the reader in and, despite explicitly
examining the struggles the young teacher faces, makes you wish you could be in
her classroom.
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The story ends with the Baughman making the decision to leave teaching
and deciding to pursue her calling to service in the heath care arena instead o f the
classroom. The surprise at the decision emerges in the narrative:
With this turn in the tale, Kerrie found herself needing to justify her
actions to herself, but also to me, even as she anticipated a possible
future outside o f teaching-she was tired, desirous of peace, worn
down by young people, and looking forward to writing and a better
income. Yet she still felt the tug of the classroom and of teaching.
This turn in the story-line disturbed me and left me puzzling what to
do with our project. I understand her reasoning better, now that it
has been made explicit, but I certainly don’t fully understand. This,
too, is an issue of profound importance to our inquiry: why would a
talented and successful teacher leave teaching? (p. 46)
At one point in the narrative, they document a decision, made with another
teacher, not to overextend herself anymore. The authors also talk about what might
keep teachers in teaching, but they do not document Kerrie asking for help to stay
in teaching. What is most striking about this narrative is that they have explored the
teacher and teaching in-depth, and yet, the decision making process was not
explored. Even with one of her mentors available, she made the decision alone.
There are alternative stories (Duckworth, 1997; Hagstrom, 2004; Nieto, 2005) with
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different endings. However, in these unusual cases there was a request for guidance
or resources.
Limited Options
The field of literature surrounding the decision making process shows that
teachers often experience isolation, but also, and perhaps as a result of, engage in
the decision making process with a limited number of options. One teacher
demonstrates the envisioning of limited options, in a choice between retirement or a
heart attack:
It's going to be close, David; there's a race going on inside of me,
and the two participants are retirement or a heart attack. One or the
other is going to win. There's no other way. Which will win? I'm
only in my forties, and I hope I'll make it to retirement, but I'm
worried that the job is going to get to me first. This work is simply
killing me. (Hagstrom, 2004, p. 133)
This teacher later states "I wish there were some other option" (p. 133). This wish
for other options is repeated in numerous narratives bringing forth a consistent
theme of either/or and a wish for other options (Bullough & Baughman, 1997;
Mouthrop, Calegari & Eggers, 2005; Nieto, 2003). Oftentimes, the career choices
teachers consider are to stay in teaching or leave teaching completely. This became
especially clear in my own thinking as I realized I had spent the last six years using
a phrase “how a teacher makes the decision whether or not to remain in the
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profession.” The trend also appears in the literature, this is demonstrated by the
NCES (97-450,1997) study that divides teachers into Stayers, Movers, and
Leavers. This data and/or framework is then used by several other studies and then
perpetuates the perception of a limited number of choices. An either/or decision
narrows the field of possible outcomes by reducing choices. The limitations of
these options became clear in the stories of several teachers who have been able to
continue in the profession. They have done so only after pursuing creative solutions
to their career frustrations. Additionally, this viewpoint does not recognize the
potential benefit of connections to those who leave the profession but continue to
serve in a complementary way.
Emotions
As teachers grapple with a career decision their narratives consistently
demonstrate the complex and deep involvement o f emotions in the career decision.
In September when she had written that "education was my way
out," she had seemed unstoppable, a young teacher blazing with
energy and hope... .But, by April, she was thinking of quitting... .She
then read something she had written the night before that obviously
had been on her mind for some time. There was scattered initial
nervous laughter when she read the title of her piece, but the room
became still when everyone realized that Sonie was very serious. As
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she read her essay, she sobbed quietly and had to stop from time to
time. (Nieto, 2003 , p. 72)
Tears are a common occurrence. Rather than seeing that as a weakness, I suggest it
implies a deep connection between teachers and their work and illuminates the pain
of the decision. To not recognize the heart and soul teachers put into their work
demonstrates of a lack of respect for caring as one of the essential components of
teaching. Caring is often used as a descriptor for one requirement for teachers
(Darling-Hammond, 2002). Caring requires emotion.
Identity Changing
Emotions are often connected to large changes in life. The emotional
element belies the complex identity-changing aspect of a career decision. Identity is
necessary in the development of a teacher (Bolin & Falk, 1987; Lipka &
Brinthaupt, 1999; Palmer, 1993; Palmer, 1998). When one changes their role and
questions the use of the descriptor 'teacher' for their identity this questioning has
the potential to become an identity-changing decision.
The decision to leave my job, my first class of students, and my new
identity as a teacher was one of the hardest I've had to make. I had
come to 'be of use' and instead found myself grossly underprepared
in a situation that seemed hopeless.
A year later, this poem still serves as a guide as I prepare and search
for work that is sustainable, work that feeds and keeps me afloat,
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even while I am submerged in it. (Katya Levitan-Reiner in Intrator
& Scribner, 2003, p. 4)
It is apparent in the literature that teachers changing identity is as complex a thread
as the identity-changing decision to become a teacher.
Eight years ago, when I was considering giving up my job as a
social worker, I tried to imagine what being a teacher would be like.
I remember telling my wife, Sharon (a high school teacher), that I
couldn't see myself working with small children in the classroom.
Luckily, somewhere along the line, that changed. (John Sweeney in
Intrator & Scriber, 2003, p. 2)
These teachers' narratives offer insight into how interwoven identity and the
role of a teacher are. Identity is interconnected with the emotional and difficult
process o f decide to leave the profession when the role they have taken up, that of
teacher, is so closely tied to personal identity. To shift or refine that identity is a
process that cuts to the core of who that person is — not only as a professional but
their identity in this world as a person.
Unnamed Awareness
To be involved in a life-changing decision seems to be an event that would
be marked with great fanfare and awareness. Yet, consistently emerging in the
literature is the element of an unnamed awareness. Teachers appear to grapple with
questions or an unnamed sense of something not being right, before they become
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aware that they have begun an identity-questioning process. Two narratives
illustrate this pattern of grappling with this phenomenon. Kerrie Baughman
(Bullough & Baughman 1997) reflects on her decision to accept an offer to write
for her brother-in-law's health company.
It seems the timing of her brother-in-law's offer was propitious
because Kerrie did not have to face her changing feelings about
teaching and seek ways of rekindling her passion. She was feeling
"older," "less tolerant," and "increasingly frustrated," even while she
pushed herself to remain engaged. She wrote: "I found my ability to
cope with daily occurrences in an accepting, loving manner was
dwindling rapidly. I was not losing not only my composure but my
inner peace." (1997, p. 177)
Parker Palmer is often cited for his writing about teaching and about vocational
choice (Palmer, 1998; Palmer, 2000). His Courage to Teach book includes the
suggestion of "going deeper in."
When you love your work that much—and many teachers do—the
only way to get out of trouble is to go deeper in. We must enter, not
evade the tangles of teaching so we can understand them better and
negotiate them with more grace, not only to guard our own spirits
but also to serve our students well. (Palmer, 1998, p. 2)
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In reading his later writings, it became evident where the source of the idea to "go
deeper in" came from.
Here is a small story from my life about why one might want to take
the inner journey. In my early forties, I decided to go on the program
called Outward Bound. I was on the edge of my first depression, a
fact I knew only dimly at the time, and I thought Outward Bound
might be a place to shake up my life and learn some of the things I
needed to know...
In the middle of that week, I faced the challenge that I feared the
most. One of our instructors backed me up to the edge of a cliff 110
feet above solid ground. He tied a very thin rope to my w aist-a rope
that looked ill-kempt to me and seemed to be starting to unravel-and told me to start "rappelling" down that cliff. (Palmer, 2000, p.
82-83)
Palmer does not have an easy go of it on that cliff and several times finds himself
facing fears, frozen, and in a bit of trouble. Finally, as he describes being 'paralyzed
with fear,' an instructor offers advice and the source of Palmer's later quote:
"Then," said the second instructor, "it's time that you learned the
Outward Bound motto."
"Oh, keen," I thought. I'm about to die, and she's going to give me a
motto!"
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But then she shouted ten words I hope to never forget, words whose
impact and meaning I can still feel: "If you can’t get out o f it, get
into it!" (Palmer, 2000, p. 84)
These teachers' reflections on their decisions demonstrate their recognition that the
decision making process began before they were aware of it. A consistent pattern I
found in the data documents researchers who are working with teachers to study
teaching and then suddenly find themselves documenting a teacher's decision
making process or having their writing contain hints of a coming awareness of a
decision making process. (Baughman & Bullough, 1997; Gilbert, 2006; McNew &
Balcerzak, 2006; Mitchie, 2005; Nieto, 2003). Even Palmer, an expert on vocation
and choices, speaks of an awareness in reflection but not in the present moment.
Combining the Elements
Combining the elements of isolation, limited options, emotions, identity
changing and an unnamed awareness paints a picture of a tumultuous experience.
These element findings suggest that, for teachers who are engaged in a decision
making process, this is when they need timely, appropriate and accessible support.
They need to be cared for and supported in order to sustain them in their chosen
profession. In an interesting correlation, two of the areas of support that have been
shown to help teachers remain in the profession when they may have otherwise are
mentoring and programs of renewal, such as the Courage to Teach and the North
Carolina Center for the Advancement of Teaching (Laurence et al., 2002). A

reVisioning 76
common thread in all o f these programs is that they demonstrate caring at the core
of their programs. That said, the implication of what is happening now speaks
volumes. Are we are asking teachers to care for children without taking care of
them?
Integrative Perspective
The Component and Experiential Perspectives are integrated with both the
context and the person to create an Integrative Perspective. Emerging in the
literature review and the data analysis was a trend towards examining the socio
cultural aspects of teachers' lived experiences. A second trend that emerged was
examining the development of teachers through their own narratives. The
Integrative Perspective brings all of these concepts and understandings together to
create a complex, multi-tiered way o f peeling back the layers to recognize the
complexity of a career decision, the experience of making a decision, the person
who makes a decision and the context in which a decision is made.
Two layers of complexity in teachers' career decisions are illustrated with
the reasons for reconsideration and reconstruction options of Component
Perspective. The next layer of complexity is evident in the elements of the
Experiential Perspective. The complexity and individual nature of the Experiential
Perspective becomes apparent in the possible combination of the elements of a
career decision.
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To add further complexity, the data shows that a teacher's decision is
profoundly impacted by the context in which it takes place. Schools with mentoring
and induction have lower rates of attrition (Guarino et al, 2006). One study
suggests that teachers who change schools may be able to resolve career conflicts
and remain in the profession (Johnson & Birkeland, 2003). Nieto (2003) describes
one teacher's career decision process that took place in a Professional Learning
Community (PLC) and the supports of the PLC members and conversations and
their effect on the decision. These experiences are different than that of Baughman
(Bullough & Baughman, 1997):
Other teachers had knowledge essential to Kerrie but for some
reason withheld it. Later Kerrie commented, "I was amazed at how
little help I was offered." She was amazed, angered, frustrated, (p.
145).
It is in these multiple levels of complexity that I chose to create the
reVisioning model.
Global Needs
The data and subsequent analysis repeatedly brought into focus the global
needs for: a) access to timely and appropriate support, and b) ways to maintain a
connection to their teaching vision. The first global need I have labeled access
points. Access points provide the means to connect teachers to supports.
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Access Points

Teachers who are engaged in the decision making process need access to
policies, programs and supports as they work to construct their dream of teaching.
Isolation, limited career options, and lack of support structures inhibit teachers'
awareness of and ability to use many policy programs. As a result, it became
apparent that one benefit of a model that theoretically framed the decision making
process would be to provide a common theoretical framework to identify, discuss,
and support career decisions. This framework could be used to discover or
highlight teachers' needs while in a career decision. Programs and supports might
then be designed and made accessible to meet those needs during a career decision.
Creating these access points would be the first step in the formation of a support
system to allow teachers to teach across their lifetime. These access points could
also be used by policy makers to target programs to specific district needs and to ^
provide a model to frame cost effectiveness analysis. As a result, the subsequent
analysis was conducted to create an applied frame of reference in an attempt to
create a theoretical framework that bridges theory to practice and provides access
points.
Maintain Vision
The ability and means to maintain a connection to their teaching vision is
the second global need that emerged during analysis. Teachers enter a point of
decision when there is an imbalance between the reasons they have chosen to enter
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the profession and the reasons they can see for staying in the profession. Kerrie
Baughman (Bullough & Baughman, 1997) reflects on her decision to leave the
classroom by saying "[The good things about teaching are] so much outweighed by
the negatives. It is sad; I could cry it is so sad" (p. 43). These phrases the teachers
use bear an interesting resemblance. They are not implying that they do not want
to teach anymore; they are instead using the phrases that speak to a lack of
solutions or a feeling of "I can't." This again raises the issue of timely, appropriate
and accessible supports so that teachers may see options for sustaining themselves
and their teaching. One teacher who was considering leaving teaching wrote:
This didn't happen overnight, just up in my head. It was a slow
agonizing process. It's like an infected sore that spreads through the
body and eventually reaches the brain and forces you to become sick
o f everything. It's easy to say that if you reach that point in any job,
then just quit. But what happens when that job is your life and your
calling? (Sonie Felix in Nieto, 2003, p. 73).
This narrative immediately evoked a question: If teachers have answered
the call to teach, how can we support them in this work?
Does quitting mean that you have to give up on young people? Is
there a way to build communities and climates within a corrupt
system that supports and encourages teachers to continue their
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important work? Is it possible to create other options besides
quitting? (Sonie Felix, in Nieto, 2003, p. 73)
Her writing brings to mind teachers' need for access points which offer timely,
appropriate and accessible support and for a way to connect to her vision of making
a difference for young people. Nieto (2003) later notes that a former teacher of
Sonie's contacted her a n d . g a v e the Sonie the kind of advice and support that
only another teacher who understands what it means to abandon one's 'calling'..."
can give (p. 74). When Nieto's book went to print, Sonie was still teaching two
years after writing the essay. I realized a model was needed to bring forth a way
for humans to access resources and make connections to each other and their vision
in a profession that too often isolates and unsustainably mines human resources.
A Model Emerges
Working within the Integrative Perspective, I employed both analysis of
absence and creative process methodologies to construct the reVisioning Model.
The research question asked: What are the elements of teachers' career decisions?
The process became one of research based problem solving, I continually returned
to several modalities of research to inform my development of a model.
Because the word elements was used to describe the Experiential
Perspective, I chose to refine the research question and ask: In what areas might we
support teachers during a career decision? This decision was confirmed by the
emerging need arising from the data for access points where teachers could connect
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with timely, appropriate, and accessible supports. This need was then held as a
central purpose as I formed the model. The other purpose of the model has been to
create a shared understanding of career decisions in a model that would facilitate
discussion and further research. Through an iterative process of analysis, the
reVisioning Model was created to incorporate an overall structure with which to
facilitate access points and shared discussions. By combining the qualities that
emerged within in each perspective and intertwining them with theories of adult
development, career choices, and motivation I was able to begin to construct a
foundation for the model. These theories, perspectives, and emerging elements
were then compared to several narratives and case studies in the literature that
documented teachers facing a career decision. Through this analysis, it became
apparent that what will be introduced as reVisioning Currents could be used as
access points for support.
The reVisioning Model of teachers' career decisions emerged from the
incorporation of the findings from the iterative analysis, storyboarding, and
multiple theoretical frameworks. The model presentation begins with an
explanation of the theoretical construct for the title reVisioning. Next, the
structural components of the model are examine: the concept of vision, a complex
structure, an examination of the model of reVisioning as an integrative process of
career decision making, and finally offers a series of five options teachers may
enter after engaging in a career decision.
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The Construct o f reVisioning
The prefix re- is meant to invoke the theoretical framework o f teacher
r e n e w a l ,..that one will restore and reestablish, take up again, resume" (Bolin and
Falk, 1987, p. 13). The title of reVisioning is based on the stance that we cannot
change what happens to us, but we can change how we react (Frankl, 1984). We
may not always be in constant contact with our teaching vision, but holding and
working towards that vision is what propels us forward. reVisioning is then a
process for holding a connection to our vision while recognizing that these visions
are constructed by humans in complex contexts. As teachers move forward in their
teaching and reach moments of reconsideration, the pathways they explore during
reVisioning will help them develop the capacity and resiliency to maintain a
connection to their vision and, possibly, reconstruct their career options. As a
result, reVisioning is then the process of the inner and outer work teachers engage
in as they work to maintain, change, or reconnect with their teaching vision.
The Structure
The reVisioning model has three structural components: vision, pathways
and options. (Figure 4 Structural Properties of reVisioning) Vision is the primary
element in this model — because it holds the motivation and reason for being a part
of the profession. The complex structure represents a modular form that can be
pieced together as can life and experiences and the things we learn from them. The
model's woven component provides a weaving metaphor that speaks to the intricate
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pattern of multiple factors each teacher weaves together. Within in this complex
structure, and unique to each teacher, is the process of reVisioning that occurs
within the pathways of the model. The options part of the model represents the
current options that are available for teachers right now, given the organizational
structure o f education today. In order to develop a clear picture of each structural
component the theoretical component is explained and then a sample of teacher
narrative offers how the component might be recognized in context.
Figure 4. Structural Properties o f reVisioning
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The first structural component of the reVisioning model is a teacher's
vision. The model begins with vision as teacher narratives suggest that teaching
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careers do. For the purposes of this model, I am defining vision as the conception a
teacher holds in their mind of how their contribution to education will look.
"I want them to see that their lives and histories are as important as
other histories..." (Liz Kirby in Michie, 2005, p. 28)
"I realized I'd had a totally Eurocentric education in grade school
and high school," she said, "and that things I was being introduced
to in college should have been taught to me back then. That got me
excited about curriculum reform, and through my interest in
curriculum I got inspired to go into teaching." (Freda Lin in Michie,
2005 p. 88)
"As a science teacher, I am hopeful that my students will go out into
the world and work to eradicate social, political and economic
inequities that manifest themselves in racial disparities." (Jennifer
Welborn in Nieto, 2005, p. 22)
"It is a combination of wanting to emulate excellent teachers I had
and wanting to help children be the best people they can be. It is
about effecting change in our world in the face of hopelessness."
(Lisa Drumheller Sudar in Intrator & Scribner, 2003, p. 14)
In both my experience and my reading of teachers' narratives, I have found
that the art o f teaching is taking a vision we had only imagined and bringing it to
life in the classroom. Northwest Regional Education Laboratories (2001) identified
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a general consensus in the literature that the motivation to teach is internal. The
internal motivation of what motivates and sustains us in a calling is different than
that of a career or job (Wrzesniewski, McCauley & Schwartz, 1997). When
combined with the idea that adults develop over time, I would suggest that teachers
continually refine and modify their vision as they experience life and grow as
individuals. I would further suggest that vision is what motivates teachers. When
teachers experience that vision coming to life in the classroom, they experience the
internal reward of flow (Csikszenthmihalyi, 1990; Malikow, 2007). Therefore, to
sustain motivation in the profession a teacher must continually grow with and into
their vision o f making a difference.
The narrative examples that were included above may seem political in
nature. Both Freire (1970) and Nieto (2003) point out that the act of teaching is
itself a way of participating in politics —of trying to make a difference. Freire
(1970) points out that education itself is politics, particularly in who benefits from
the teaching and learning. Nieto (2003) points out that social justice is a part of
teaching. By participating in the educational process they are trying to bring their
vision into the classroom. Nieto's examination of why teachers teach finds that
"they view teaching as a 'calling' and they are driven by a sense of service" (Nieto,
2005, p. 3). This finding is repeated several times throughout the literature
surrounding teachers' career choices (Farkas & Foleno, 2000; Guarino, Sanitbanez
& Daley, 2006; Intrator & Scribner, 2003) They have come to teaching to make a
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difference and for each o f them that vision o f difference is in their minds and drives
their work. The teachers' stories repeatedly demonstrate that their vision is highly
personal and unique to each teacher and their life's stories.
After this study was completed, a new book was published. Hammemess
(2006) defines the content of a teacher's vision as:
Vision brings together teachers' passions-their hopes, cares and
dreams-with their understandings-their knowledge about how and
what children should be learning, (p. 5)
Hammemess then describes teachers' interactions with their vision over several
years. Her findings confirm that when a teacher feels disconnected to their vision,
they may enter a phase of reconsideration. Reconnecting to their vision may allow
them to reconstruct their career.
Pathways
A second structural feature of the model is a complex interwoven path.
These pathways represent the experiences that teachers may have during a career
decision. This path represents specific theoretical underpinnings. The Pathways
section of Figure 4 represents the idea that no path is the same. A consistent finding
was that while the story boards often contained similar life markers, such as first
teaching experience, each story was unique and based on life and career
experiences. Theoretically, this is rooted in the writing of several adult
development theorists (Csikszentmihalyi, 1993; Erikson, 1988; Frankl, 1984;
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Gardner, 2006). Each o f these theorists puts forth the premise that adults develop
over time as our unique lives offer us opportunities and experiences within which
we might develop.
The modular nature of the structure is meant to represent an on-going
decision making process. I envision that a teacher may piece together any number
of these pathways across the lifespan of their career as a teacher. This runs contrary
to the pattern of literature and induction supports being developed right now. The
current trend in the nation is towards new teacher induction and mentoring and
gambles on the idea that once teachers have decided to stay in the profession and
learned specific survival techniques, they will stay in the profession (eg Fideler &
Haskelhom, 1999). There is now an emerging focus in the literature on what is
becoming known as the second stage of teaching which represents years four
through ten in the profession (Chamer-Laird, 2007; Kirkpatrick, 2007; Szczesiul,
2007). The findings emerging from the Component, Experiential, and Integrative
Perspectives suggest that teachers experience career decisions many times over the
course of their career and that one decision to remain in the profession will not
necessarily predict the outcome of subsequent decisions.
At this point in my life, I cannot think of anything I would rather do.
Teaching is a compelling profession. I've come back to the
classroom three times in my life. I'm here for the long haul now.
(Jennifer Welbom, in Nieto, 2005, p22)
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The pathways o f the decision making process are complex. They are also
unique to each individual. It is within the pathways that the process of
reVisioning takes place. reVisioning is described in detail in the upcoming
section entitled The Process of reVisioning.
Options
The final structural component of the reVisioning model consists of five
possible options available to teachers based on the current structure of education.
For now, the constraints o f the profession limit the options to five: continue to
teach, continue in withdrawal, continue in education, continue in service, and exit
the profession. These options were described in the reconstruction options section
of the Component Perspective. These are the current options teachers may purse.
However, the literature suggests that teachers may or may not know of or explore
all five of these options. In addition, teachers may wish for more or alternative
options. This set of findings reiterates the limited options that were pointed out in
the either/or element of the Experiential Perspective. One teacher illustrates this as
she contemplates the limited options of her career decision. She wishes she could
return to work part time, but recognizing she does not have the option she states
that, "It's hard, as a teacher, to come up with anything too creative," she says
(Kelly, 2003, p. 74). I return to these concerns in the implications section.
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The process o f reVisioning

So what happens when a teacher has reconsidered their ability to remain in
the profession and feels disconnected from their vision? If we zoom in on the
structure o f the reVisioning model, as a teacher proceeds along the pathways
section we see vision encountering several currents that must be navigated. (Figure
5).
As you look at the figure you can see that Vision might encounter any of
nine currents: balance, beliefs, environment, growth, health, identity, needs,
success and values. Each current emerged from the teacher narratives and was
checked for consensual validation in the teacher attrition literature. There is no
implied order to these currents of reflection, nor is there any implication that a
teacher will encounter all of the currents. Each current is just something that might
be explored as part o f the reVisioning process.
Figure 5. reVisioning Currents

m
Environment
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Currents

Balance. Balance is best thought of as life balance. Teachers constantly
struggle to meet an ever increasing series of demands on their time. Often the space
between professional and personal time may become blurred or the expectations
may exceed the allotted hours in a day.
How are you doing? I asked once we hit the hallway. It was the first
chance I'd had to squeeze in a word since my arrival an hour earlier.
"Busy," she said without breaking stride. Dumb question. (Michie,
2005, p. 85)
Beliefs. Teachers enter the profession with their own set of beliefs. Randy
Philipp (2006) suggests that "beliefs might be thought of as lenses through which
one looks when interpreting the world,..." (p. 2). Classroom experiences may lead
them to challenge those beliefs.
.. .She really did believe the school was doing important work, and
most of the other teachers I'd talked with at TCA seemed to share
that view. But the low-test-score dilemma had put them in a
theoretical and practical bind. They wanted to stay true to their
vision, to hold on firmly to their beliefs about how kids learn best, to
continue to dance to their own funky rhythm-and they definitely
didn't want decisions about what and how they taught to be driven
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solely by concerns over raising test scores. (Michie, 2005, p. 139MO)
Environment. The type of environment a teacher teaches is almost as unique
as each teacher. A teacher's sense of community, values, or safety may all be
different but may appear as a teacher works through a reVisioning process. The
term environment refers to both the physical and social elements that comprise a
school environment. A meta-analysis of the literature on teacher recruitment and
retention found that "The school environment plays a large role in these decisions"
(Guarino et al., 2006, p. 188).
How oppressive has my life been for five years, that I couldn't even
go to the bathroom? We didn't have running hot water! The phones
didn't really work. Everything was hodgepodge. There were mice
and rats. It just got to be depressing. (Moulthrop, Calegari & Eggers,
p. 20)
Growth. Growth through learning and experience is an inherent current of a
teaching life. In nationwide survey, 22.1% of teachers listed that they were leaving
to pursue their own growth (NCES, 1997). Growth also appears in the life cycle of
a career teacher as the catalyst for moving to the next stage of a teaching career
(Steffy, Wolf, Pasch & Enz, 2000). A teacher's desire for and access to timely and
appropriate growth opportunities is a current that must be crossed more than once
in each career. A teacher cited in A Place fo r Teacher Renewal, says:
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I know why I got into teaching. I am not burned out, despite what
the media say! Just give me support, the time to grow and develop
my mind, and listen to me and respect what I have to say. Leave me
to do the teaching! (Oldendorf & Rud in Rud & Oldendorf, 1992, p.
150)
Health. A teacher cannot sustain themselves or their teaching if their body
is in jeopardy. Teachers are human and as such, face the same array of health
related concerns as the rest of the population.
Dearman's dedication to his students cost him .. .He was so focused
on his classes that he often miscalculated the daily insulin injections
he needed to regulate his diabetes and once landed himself in the
emergency room overnight-only to return to the classroom at 7:30
the next morning. He says he routinely worked seventy- to eightyhour weeks because that was the only way he could come close to
feeling successful. Despite it all, he says, he never felt more that 70
percent effective. (Moulthrop, Calegari & Eggers, 2005, p. 21)
Identity. Being a teacher is an identity (Lipka & Brinthaupt, 1999).
Changing roles may require adjustments to their vision and identity. The answers to
how they see themselves fitting within the profession will influence the
reconstruction of their career options. At a Courage to Lead retreat one teacher was
quoted as saying:
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I'm an educator, have been for more than twenty years. I am
probably what you'd call a teacher-leader.. .One thing you might as
well know at the beginning is that I hate administrators. I really do. I
loathe them ...
Several months later he is quoted as saying:
I am really looking forward to the beginning of the school year. And
I know that you'll find this hard to believe, but over the past few
days I've even given some thought to becoming a principal. I may
call some of you next year about that possibility. Thanks!
(Hagstrom, 2004, p. 140-141).
Needs. The question of what a teacher needs as a person will vary by
individual. By needs, I am referring to any of several factors that are referred to as
human needs (Burton, 1990). A teacher's changing needs will impact how their
vision might shift and how they may reconstruct their career options. One example
from my own life was a loss of hearing that allowed me to make several changes in
how I teach.
Economic factors often arose in the teacher narrative as a need and a reason
to preclude choosing or remaining as a classroom teacher. For example: the State
PIRG's Higher Education Project (A pril, 2006) published the statistics that 23.2%
of public 4-year students have debt exceeding manageable levels if they took
teaching jobs. The number rises to 38.1% for those in private universities (p. 14)
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I don't want to sound bitter, because we both love our jobs. I
recently finished my master's degree in administration, so I'm
looking for a higher-paying job. I love teaching, but both o f us can't
remain as teachers and do what we want to do as a family. I want to
travel with them, I want them to see things. So I got my degree in
administration and I'm looking for a job. I have mixed emotions
about that because I love teaching. I wish we were able to stay in the
classroom. But it’s impossible. (Greg Worley in Moulthrop,
Calegari & Eggers, 2005, p. 73)
Success. Research shows us that teachers often enter the profession in order
to make a difference (Farkas, Johnson, & Foleno, 2000; Johnson & Birkeland,
2003). They judge their success, and often their decision to remain in the
profession, on student success (Johnson & Birkeland, 2003; Noordhoff &
Laurence, 2004). Therefore, it seems to be that they must be given the tools to see
their students succeed in the first year of their teaching or they are at risk of leaving
the profession. Unfortunately, one researcher notes, new teachers ".. .speak
powerfully about the shock of going from the theory of teacher education into the
reality o f the classroom. To leave them there-eager to help, but lacking the skills to
intercede seems almost cruel" (Wadsworth in Farkas, Johnson, & Foleno, 2000, p.
37).
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There's joy in quiet moments. Every day after lunch, the kids have a
chance to select books and read whatever they want. I have a large
library in the class because I think choice is important. There are
time when I look out at the class and everyone's reading, silently. I'll
look at them. I'll watch their eyes moving left to right, and I'll think
that's awesome. (Jeffrey Taylor in Moulthrop, Calegari & Eggers,
2005,p. 144)
Values. A teacher's personally held values affect their career choices (Shipp,
1999). Values can be defined as the constructs a teacher holds as tenets of purpose.
For example the value of service and family are often mentioned by teachers
(Shipp, 1999). Values may or may not change over the course of a career. Values
came into play in the teachers' narratives and the research was in the notation of a
conflict between the teacher's values and that of the school environment (Johnson
& Birkeland, 2003).
One consistent pattern, was the emergence of family needs that caused a re
emphasizing o f certain values (NCES, 1997; Moulthrop, Calegari & Eggers, 2005).
While salary may not have been as big an issue earlier in their career, it was then
moved to the forefront as the teacher entered childrearing and balanced health and
childcare costs. One school Vice-Principal wrote:
"As I was thinking about getting married, I thought it would be best
if my wife had the opportunity to stay at home. But that was not
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going to be possible on my salary, so that was another reason I
explored other professions. It was another source of anger because I
felt that I worked really hard and gave everything to the profession,
and yet I could not find a house and I could not provide for my wife
to stay home with out child, which is really important to us. (Max
Huxley in Moulthrop, Calegari & Eggers, 2005, p. 73)
Resiliency
I have come to think of the width of the pathway as a teacher's resiliency. I
am defining resiliency as the ability to bounce back or cope with complex, difficult
and sometimes overwhelming situations (Frankl, 1984, Johnson, 2006; Siebert,
1993; Siebert, 2005,1996). Malikow (2007) offers the suggestion to teachers that:
"Those who believe that burnout could never happen to them would do well to
consider that an unguarded strength is a double weakness" (p. 120). The ability,
skills and resources necessary for bouncing back cannot be thrown together or
passed out as a one-size-fits-all kit, it develops over time as teachers increase their
coping skills in response to life. It can be passed down person to person, as one
survivor helps another, one victim of violence helps teachers faced with a terror
situation.
In the narratives of the teachers, I was struck by how many times teachers
were asked to grapple with life's profound moments and heal from grief. Years ago,
when I began looking at teacher support issues, I might not have considered
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including a section on resiliency. Yet, times have changed and teachers' narratives
increasingly include questions surrounding how to cope and teach in the context of
recent events.
There was pure horror when the first tower fell, and then the
second... Remembering, teachers summon up experiences of flight
and endless trudging walks. And they recall groping for
explanations, for directions. How does one cope with events
unaccounted for by ordinary understanding...? (Greene in Teachers'
College Press, 2006, p. x).
I have also had my vision remade about what teachers are truly
made of. Many of the stalwart group of teachers, administrators, and
staff at Columbine revealed their true hearts to me. I can only say
this: They are gods. Few persons who have suffered at the site of a
great tragedy are asked to revisit the scene of their devastating
trauma day after day, giving their very best. They have done all this
and far, far more.
Over this time, students and families have asked me a thousand
times in a thousand different ways: What is the way out of this
horror? Where is new life hiding? Create your own way out, I say:
Love your way out. It is the same. (Estes, November 2001, p. 78)
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There are many narratives I could include here, but the point is that teachers
increasingly need the complex emotional intelligence that comes from
resiliency. Some teachers have received the support they need to develop
these skills; many have not and many do not know where to access them.
The teachers' narratives point to the need for further research and support in
the area o f resiliency. For the purpose of this model, I put forth the premise
that a teacher's resiliency and coping skills can enhance their ability to work
through the reVisioning process during critical incidents that teachers may
encounter. At the same time, I hope teachers will not ever need to use them.
Piecing It Together
When all of the aspects of the model are put together we see a continuum of
reconsideration, complex pathways, and the currents of reVisioning woven together
to emerge in a weaving of career reconstruction options. (Figure 6, reVisioning
Woven). Each weaving will be as unique as the individual who weaves it.
Following a weaving metaphor, I would invoke the modular nature of this model
and suggest that a piece o f the weaver continues on even when this weaving is
done. Their vision becomes a thread that is woven into their career.
When I became a teacher it was not really to teach. I just wanted to
help kids stay out of trouble... .1 am still in public education and I
am still motivated by this poem. [Dream Deferred by L. Hughes]
While I have become passionate about teaching and learning for its
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own sake (not only to keep kids out of trouble), I am, to be honest,
still afraid that too many dreams may be deferred. This fear keeps
me doing what I do. (Heather Kirkpatrick in Intrator & Scribner,
2003).
Figure 6. reVisioning Woven

*L
reconsideration

reVisioning

reconstruction

The modular nature of the model, the constancy of vision over time and the
changing path of the thread can be seen in another teacher's story of coming to
teach.
I know all about hanging on to threads. Twenty-three years ago I
was on the verge of becoming a teacher when my husband's
grandmother's farm came up for sale. I dropped out of graduate
school to help purchase the land. Since then I have been a teacher to
my three children and an active volunteer in their schools. I have
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taught oboe, led the cub scouts and hayed the fields. Through it all
my desire to teach has never diminished...
I am currently student teaching in middle school English classes as I
pursue a master's degree through City University in Vancouver,
Washington. In this program many of my fellow students are also
hanging on to a thread, pursuing the calling to become a teacher.
Hopefully, we won't ever let go of that thread. (Lisa Drumheller
Sudar in Intrator & Scribner, 2003, p. 14)
By understanding the process and being aware of the currents a teacher
might be trying to navigate, the reVisioning Model offers a theoretical framework
for discussing and inquiring further into the career decision making process of
teachers. Specifically, the model begins to offer possible areas that may need to be
addressed in an effort to answer the emergent research question of how might we
support teachers when they can no longer connect to their vision of teaching and
service.
reVisioning in Context
The analysis of the data sought to determine the elements of teachers' career
decisions. The findings present two global needs and three perspectives with which
to view the career decision making process. The global needs, access to support and
a connection to their teaching vision, ground the career decision making process.
The Component, Experiential and Integrative Perspectives provide new
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understanding of a complex and many layered decision making process. The
reVisioning model creates a theoretical framework for identifying the currents that
teachers may have to navigate during a decision process. With reVisioning as a
shared theoretical framework, I now move from developing the model to
examining the implications of the model on practice and in context.
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Chapter 5
IMPLICATIONS
If the current patterns continue, next spring more teachers will pack their
boxes and exit the classroom. The creation of the reVisioning Model and the
findings from this study suggest five next steps for the profession. Because this is a
theoretical model, the first suggestion is a call for further research. Second, the
profession needs to step back and reconsider how to include more access points to
support teachers during career decisions. Third, we need to reconsider how we
might prepare and support teachers as they choose to undertake difficult work.
Fourth, we need to re-envision what it means to teach across a lifetime. Finally, we
need to celebrate the work that is being done in the schools and the people who
have chosen to serve as teachers.
Further Research
When I made a full time commitment to investigate ways to support
teachers, my first opportunity was to complete a research project for Policy
Analysis for California Education (PACE) at the University of California at
Berkeley. One finding that resulted from that research was that there was very little
comparative program evaluation information in the field of teacher recruitment and
retention. Many districts suspected one program or another worked, but they did
not have data that explained why or what program components were most effective.
This dearth of information leaves policy makers very little information with which
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to decide what type o f support program, or components of a program, might work
in their particular context (Laurence, et al., 2002). Further compounding the
problem is that critical budgetary decisions regarding the possible implementation
of new programs or the elimination of previously funded programs may be made
with inadequate criteria and evidence.
This dissertation begins to address this dearth of information. By integrating
existing studies, I have created a model that allows conversations and research to
center on how teachers make career decisions. One of the strengths of this model is
the shared vocabulary it brings to the decision making process. This shared
understanding begins to addresses the need to investigate how teachers make career
decisions. Not only will that vocabulary foster conversation, but it also offers a
research framework for being able to identify and explore career decisions. The
value of being able to discuss and identify a career decision becomes apparent in
the construction of research tools that will begin to document the complex, multi
tiered process of making career decisions.
The next step of this research will be to work with a school district using the
reVisioning Model as a semi-structured interview protocol for a longitudinal study
o f teacher support and career decision making. The reVisioning model will allow
for a complex, yet targeted framework that recognizes career decisions and uses the
currents to delve into the complexity of decisions. The purpose of the study would
be to develop an understanding of the supports that are known, used, and needed
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from the perspective o f the districts, teachers, administrators and central human
resources. Ideally, this research will provide a means for a cost effectiveness
comparison that will allow districts to assess what their retention problems are,
examine possible solutions that fit both their needs and their budget, evaluate that
program, and then share their knowledge with others. Narrative will incorporate
voices from all levels and contributors to these programs in order to alleviate the
traditional disconnect between policy makers, teachers, and researchers by opening
lines of communication between those creating, implementing, and evaluating
policy. This research will begin to construct a picture of the decision making
process through the lenses o f several stakeholders.
Creating Access Points
The findings from this research suggest that teachers can be supported in
career decisions if they and those around them: a) learn to recognize the signs o f a
career decision; b) reduce the isolation surrounding the decision; c) are aware of
timely, appropriate and accessible support structures; and d) can facilitate several
career options. Underlying each of these recommendations is the need for clear
communication and unobstructed pathways of access.
Recognizing Signs
In order to support teachers in a career decision, those in support roles need
to recognize career decisions before the words "I quit" are uttered. The reVisioning
model offers two ways to recognize the signs of a career decision. First, the model
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provides a theoretical framework that can help mentors, teachers and administrators
name and recognize the currents teachers may be navigating as part o f their
reVisioning process. The reVisioning model also offers a way to center
conversations around the nine currents as part o f regular conversations between
mentors, administrators and teachers. Directly attending to areas of development
where support might be utilized offers an opportunity to support teachers through a
decision and bring choices into play before the situation becomes a decision of
whether or not to remain in the profession.
Reducing Isolation
The reVisioning Model research reaffirms that communication and access
points are needed to breakdown the isolation teachers experience. In order to do
this, we need to challenge the assumptions that allow us to continue to practice as
we always have. Six years ago, I packed my boxes and closed the door to the high
school classroom where I taught. Overlapping with my last month of teaching, I
began work on a research project to investigate teacher recruitment and retention in
the United States (Laurence et al., 2002). As I uncovered program after program, I
kept wondering how I did not know about that program a few months before. I
chose to leave the classroom to pursue my questions of teacher support and
development, but I could not help but wonder: What if I had been in the classroom
wishing to stay and didn’t know about all or any of these programs? There were
several times in the classroom I could have used many of the programs I found in
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this research. Throughout my research for PACE and my doctoral experience, I
have found program after program that was small, local, and effective. Yet, few
others have heard about the programs. A finding that emerged in the PACE work
was that programs are not effective if teachers do not know about them. Another
finding was that districts were unaware of what other districts were doing. And
more importantly, teachers, districts, programs, and policy makers all wanted to
know what the others were doing. Yet, there was no conduit or clearing house for
information on teacher recruitment and retention programs (Laurence et al., 2002).
Therefore, one o f the recommendations from this study is the need to open lines of
communication to reduce isolation and make clear how teachers may access
support structures and programs.
Access Points
The need for access points to programs and supports reiterates the need for
more than a prescribed regimen of staff development. I put forth the premise that
these programs are not teacher supports unless they are timely, appropriate, and
accessible. These three words, timely, appropriate and accessible, offer a new
litmus test for staff development by focusing on the need to integrate needs and
programs over time. Teachers need access to programs that are timely to their
needs, not necessarily timely to the school's regimented pattern of staff
development. Appropriate refers to the flexibility that is needed in programs,
specifically noting that one-size-fits-all does not take into account a teacher's
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individual developmental needs. Finally, access reiterates the need for programs to
be known and accessible. The teachers' narratives in the literature specifically
highlight that accessible means that they know about the range of possible supports,
be given the time and financial means to make use of these programs.
The reVisioning model holds the potential to act as access points for
teachers and those who strive to support them. The presence of the model allows
for people to have shared communication surrounding career decisions. Teachers
may find a way to name an element of the experience, recognize the decision
making process, and search out support structures. Administrators might use the
reVisioning currents as a way of checking in with teachers and leading a
conversation about career decisions in order to offer support earlier in the decision
making process. Finally, policy makers might consider how the reVisioning model
might determine if the policies are available in all of the reVisioning current areas
or they may reconsider how to make more reconstruction options available.
Choosing Difficult Work
Teaching is difficult work (Duckworth, 1997; Lortie, 1975; Nieto, 2003;
Palmer, 1998). Teaching is "emotional labour" (Hargreaves & Fullan, 1998, p. 57)
Teaching is intellectual work (Nieto, 2003; Sleeter, 2006). These statements then
lead me to ask: How might we prepare and sustain teachers for hard work,
emotional labour and intellectual challenge? As a result of this research I put forth
three specific recommendations that being to address how we might prepare
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teachers for difficult work: a) address emotional intelligence in teacher preparation;
b) determine supports across the span of career and adult development and; c)
consider what partnerships might support learning and teaching across a lifetime.
Emotional Intelligence in Teacher Preparation
I believe that teaching has the potential to take people to the edge of what
they can and have experienced-and then lets them go one step further through
learning. We live in a time of change and we have the opportunity to be a part of
the lives of children. Flinders (2005), reminds us that being a part of children's lives
can also take us to "dark places" (Flinders in Uhrmacher & Matthews, 2005, p.
131). With guidance we can develop the emotional intelligence and resiliency skills
that can allow us to be fully present in the darker moments teachers encounter.
These may range from discussions of the news, to finding ways to work through
disabilities, communicating with parents or to what is often the unspeakable —the
death of a child. There are skills and developmental talking points we can learn and
navigate so that we may better facilitate those moments. Teacher preparation
programs spend a considerable amount of time telling teachers how to teach. Few
programs prepare teachers with the emotional intelligence required to develop the
resilience, skills and caring required to fully engage in difficult work.
Each individual may approach resiliency differently, but most teachers need
support in order to learn resiliency skills, how to cope, how to search for and work
on solutions with each varying situation. There is still a lot to be learned about
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preparing teachers to undertake difficult work. Teachers write about what supports
them and often it is not an expected support. One teacher writes about his guitar as
an unusual source of support:
I play my guitar and sing with my students almost every day. My
guitar is often my teaching partner. I turn to it when I need
inspiration, comfort and companionship. It helps me focus, to clarify
ideas, and to sort through emotions. It helps me make music with
my life, to polish the rough times into jewels, and it gives me
strength to face the challenges I encounter in classroom life,
"howling like a guitar player." (John Sweeney in Intrator &
Scribner, 2003, p. 2)
Teaching is not the only profession struggling to keep to help its members develop
the emotional intelligence and resiliency to navigate difficult times. Lawyers,
clergy, doctors, nurses, social workers and police officers, just to name a few, are
starting professional movements to help their members thrive as they undertake
difficult work (Palmer, 2004). The education profession would benefit from further
research into what supports sustain teachers as they prepare to undertake difficult
work and in reaching out to the other professions to see what we might learn
together in community.
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Career Spanning Support
The reVisioning model suggests that offering teachers a process for
interacting with their vision and access to the supports necessary to sustain their
vision may allow them to continue the work they feel called to. By accepting that
teachers and learning will grow and change over the years, then inevitably there
will be times where teachers will reconsider their calling, need to engage in
reVisioning, and reconstruct their career options. By viewing this as a time for
support and growth, reVisioning can become a coaching model and source of
access points that enables teachers to navigate the complex currents o f teaching's
pathways. The challenge for the profession then becomes to determine what
supports teachers need to fully develop and take on challenges across the span of a
career. reVisioning can become a tool for undertaking and developing while
choosing to answer a call to difficult work.
Partnerships for Support
We face a huge challenge in finding a way to care for teachers as they
develop. Yet, every day teachers face a huge challenge in finding a way to care for
children as they learn and develop. I believe that partnerships can help leverage
community resources to support both teachers and students. The recommendation I
have in this area is to ask what if. What if.. ..an urban school with high teacher
turnover formed a partnership with a local gym to have trainers work with
teachers? What if those trainers could also develop lessons with teachers on
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anatomy, physiology and nutrition? Perhaps pediatricians, social workers and
teachers could form a professional learning community to investigate how they
might increase their resiliency. Perhaps a local granting agency might fund time for
teachers to engage in renewal and reVisioning. Perhaps artists might work in
partnership with the school to create a better environment and offer a medium for
healing. What if....(fill in your own ideas here)! Yes, this is difficult work.
Teachers should not have to ask how will I endure this alone, instead we can ask
how we might undertake difficult work as a community.
Teaching Across a Lifetime
This recommendation begins with a suggestion for further research and
ends with a call for many o f us in education to reconsider what the profession is
and will be in the future. The sample for this new research might involve
individuals for whom service and teaching are interwoven in their careers. I raise
this implication because the reVisioning Model and employment data suggest that
times have changed. Teaching is no longer a career that is chosen once and is
carried out with the title of teacher unchanged across a lifetime. Instead, I would
suggest that teaching and service are fundamental tenets that help guide a person's
career and which may or may not include a lifetime in a formal classroom.
We might then ask the question, how can we create a seamless path of exit
and re-entry into the teaching profession? I challenge any of you reading this
dissertation to try to navigate the re-licensure process or the licensure process you
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would be required to go through to teach in a K -12 classroom in your current state
of residence and in a high need state such as California. Would you qualify for a
full license or a provisional license? What will it cost in time and dollars? Are you
still willing to teach?
The current structure of the profession allows for five choices in
reconstructing a career as teachers emerge from the reVisioning process. In order to
keep up with the changing times and times where people move and changes
professions, the field of education needs to change as well. I believe there are
teachers who need the option of moving in and out of classroom teaching. For
instance, we might consider the large number of teachers we lose to during the life
change of childrearing. These teachers used to return to education and now many
are returning to work, but not to teaching (Darling-Hammond & Sykes, 1999).
Innovative alternatives might support these teachers in part-time work options. We
might consider accessible retraining in high need areas such as speech or
occupational therapy. We might consider the United Kingdom's Keeping in Touch
program that helps maintain licensure and career options (Laurence, 2001). To do
this, we need to redefine what it means to teach across the span of a career.
Celebration
My final recommendation is that we need to always remember to celebrate
the moments that keep us teaching. As I screened data for this research, I
consistently found the phrase celebration. Celebration appeared in the resiliency
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literature (Siebert, 2005), in the advice of teachers (Michie, 2005) and in reflecting
on a teacher's exit from the profession. (Baughman & Bullogh, 1997). One of my
mentors rarely gave specific advice, but one piece of direct instruction she gave
was to save the scraps o f paper and notes from our kids in a drawer. This, she said,
was so that in those moments when you wonder why you teach —you will always
know.
If we continue to search only for the reasons teachers leave, we will have
allowed a deficit model to hold our focus rather than asking what strengths teachers
have, what they have achieved, what support the community has to offer and how
we all might provide access and connect them people and supports. We need to
stop dwelling on what is not and ask what might be.. .and then celebrate the steps
along the way.
New Understanding
This research sought to identify the elements of teachers' career decisions.
The targeted and coordinated use of qualitative methodologies brought forth new
dimensions of understanding. The global needs of access to support and teachers'
need to maintain their teaching vision consistently impact the career decision
process. Three perspectives for viewing the decision making process emerged from
the analysis of the data set: Component, Experiential, and Integrative. These three
perspectives provide a filtered approach to understanding a complex and multi-
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tiered decision making process. These multi-tiered perspectives provide a shared
theoretical framework for further investigations and dialog.
The reVisioning model provides the means: a) for further research; b) to
create access points to connect teachers to timely, appropriate and accessible
support structures; c) provides a theoretical framework that teachers and those who
work to support them can utilize to recognize career decisions and open dialog; and
d) begins a discussion about how reconstruction options and what it means to teach
across a lifetime. The reVisioning model emphasizes the intrinsic motivation
teachers who are called to service employ in their desire to make a difference
through teaching. This model emphasizes the complexity of the work, the
importance o f vision, need to support those who have chosen to answer the call to
teach and offers a possible model to help them navigate the currents when they are
separated from their vision.
In Closing
This dissertation began with a teacher's words. Samuel Henry (2004)
eloquently reminded us that when we reconsider our career choices, the poetry of
being educated can provide the means and motivation to continue to teach. This
dissertation has been about understanding the career decisions we grapple with as
we proceed to live a teaching life. The reVisioning Model provides a theoretical
framework for discussing, researching and accessing support within a career
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decision. In the continued spirit of teachers' words, I have also chosen to conclude
with a teacher's words.
The kids I teach know full well that the odds are stacked
against them. They can find reasons to give up, to stop caring, to not
go to school, almost anywhere they look. But I know that despite all
that, come 9:00 a.m. tomorrow, Quincy's opening bell will sound
and, as if by miracle, they will be there, ready for a new beginning, a
fresh start, a chance to be seen and heard anew. It is that realization
that will propel me out of bed in the morning, and it is that thought
that I hold onto as I turn off my bedroom light and try to get some
sleep. We can make a difference. We can change the world. (Michie,
1999, p. 181).
We have work to do. Yet, we get to be a part of children's lives, help people
construct their dreams, learn each day and work towards making a difference —
what better work could there be? May we begin by forming a community in which
we can support those who have answered a call to service. May they, in turn,
provide pathways and access points to learning so that possibility might be realized
and the poetry of being educated a common occurrence.
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Appendix
Coding Methodology
The methodological analysis methods employed in this dissertation required
coding several completed studies. In order to make the process transparent this
appendix contains two examples of how I utilized qualitative coding methods.
These examples were chosen to demonstrate two of the filtered data types that were
examined for this study. The first set, Nieto's studies of teacher motivation provide
reflective data from teachers' lived experiences (2003; 2005. The second comes
from the National Center for Education Statistics (NCES, 1997) and represents a
nationwide quantitative data set that examines the patterns of school staffing.
Lived
Nieto has written two books that investigate the motivations of why and
how teachers continue to teach. The first work begins with the question What
Keeps Teachers Going? (Nieto, 2003) and examines the motivations that underlie
teachers' ability to continue to teach in "trying times" (p. 3). The work centers on
the question: "What helps good public school teachers persevere, in spite of all the
deprivations and challenges?" (p. 7). The book includes stories that arose from an
inquiry group Nieto convened and was comprised of "excellent" teachers. Teachers'
written reflections provide insight into what keeps them teaching. The second book,
Why We Teach (Nieto, 2005), is a compilation o f teachers essays centered on what
motivated them to enter teaching and/or what motivates them to remain in teaching.
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My initial round o f coding examined these works for the construct of
motivation. I approached the work looking for what teachers described as
contributing to and/or hindering their ability to stay in or leave the profession. In
the first round of analysis the codes I employed included: internal, external, success
and failure. Success was used to denote a story of what a teacher would list as
fulfillment of their teaching vision. Stories where teachers were not able to meet
their own expectations were coded with the word failure. Internal represented
recognition that came from within the teacher and external was conveyed by
someone to the teacher. As this round of analysis proceeded, I moved from coding
different stories to examining one story for the codes and then comparing those
results.
Table A1
Coding Samples
Code

Sample

Internal

My students taught me that sometimes we do things that
bring us so much pain, so many disillusions, that we do not
see victory at that moment.. .Because of them I teach (Lima
in Nieto, 2005, p. 96).
Next, morning I experienced one of the most defeating
moments of my career as a teacher and as a human being... .1
was accused [by an administrator] of indoctrinating my
students to the point that they felt compelled to go to this
hearing without permission from the school (Lima in Nieto,
2005, p. 94).
. .teaching is different. It has insinuated itself into my very
being. It is a spiritual experience that brings peace to my life
when I do it right, and I know I have done it right when I
have exhausted all possibilities to make learning wonderful
for my students and for me (Lima in Nieto, 2005, p. 89).

External

Success
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Failure

Other times I feel powerless. I use this term because teaching
is about power. But it is also about morality and ethics.
While the system entrusts me with the responsibility of
protecting these children's freedom to learn, it seems that
every time I attempt to advocate for them, I lock horns with
the powers that be. Is it morally right for me, as a teacher, to
witness injustice towards students and remain quiet? (Lima
in Nieto, 2005, p. 88).

There were several rounds of coding in which I returned to Nieto's works.
In another round of coding I look for the components of a decision and coded for:
decision, stay, leave and solutions. I then began to search for the codes frustrations
and developmental focus. Frustrations were exemplified by teachers' stories that
demonstrated where they or the context they taught in were at odds with their
teaching vision. Frustrations was only slightly different than the concept o f failure.
However, I had begun to recognize that teachers may be frustrated, but not
necessarily in a situation that could be labeled as failure. This change in coding
represented a change in my thinking. Developmental focus was a concept I
searched for and then began to form a list of what aspect of their teaching the
teacher appeared to be focused on. For example, I developed categories such as
relationships with administration, student writing, social justice, etc.
Coded individual narratives were also laid out in multiple forms to begin to
examine a storyboard of the teachers' experiences. As the reVisioning model
developed, I once again returned to Nieto's works to examine several of the
teachers' stories in light of the nine currents of the reVisioning model. (Balance,
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beliefs, environment, growth, health, identity, needs, success and values). I should
note that in between rounds of coding, I read other materials for ideas, deeper
understandings or to see if the current coding patterns were similar to any work
already completed. Each of the stories led to another set of books which led to
returning to the data. The data analysis was concluded when the model was no
longer being changed with each round of coding.
Existing Studies
The second data sample comes from the National Center for Education
Statistics (NCES, 1997) and represents a nationwide quantitative data set that
examines the patterns of teachers who stay, move and/or leave the profession. The
NCES study was used during the literature reviews and then again during data
analysis. The first rounds of coding involved looking at the published results o f the
survey to look for the types of reasons teachers cited for leaving and where they
went when they left.
The second round of analysis was based on the realization that when
Ingersoll (2001) brought an organizational perspective to the data he saw different
patterns. The question then arose: what patterns might emerge if various
perspectives were used to look at the data. I then looked at the actual survey that
was sent out to try and understand the perspectives of the researchers and what they
were looking for. I returned to the data and used the subject areas of the original
survey to create a web diagram of the constructs the researchers were investigating.
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Some of the constructs that were coded included: current work situation, reasons
for leaving, income levels, dependents and types of teaching practices employed.
From this round of analysis I began to build the idea of a component perspective as
the coded data pointed to reasons for reconsideration and options.
Emerging from the same round of coding was the realization that the survey
was structured to offer a predetermined set of questions and answers. In particular,
the survey offered only certain choices for reasons for dissatisfaction. For instance,
the question about part-time work asks: “Is your time equally divided..

The

survey presents a picture of what a teacher’s current work situation looks like, their
plans for the future and why they might be dissatisfied with the work. The survey
did not go into the ideas a teacher has for other possible job positions, percentage
of hours worked or training that might have solved the dissatisfaction. The survey
did not inquire into motivation or rewards for teaching. As a result of these
patterns, I drew a picture of what I could find out about the decision process from
this survey. The next step of analysis involved looking for what the survey did not
tell me, but I still had questions about. For instance, the experience of a teacher in
the decision making process was not examined, but I was still interested in what the
elements o f the decision were.
Coding Process
These two samples of data coding provide a glimpse of how the three
perspectives began to emerge. The samples as they stand alone offer insight into
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the component and experiential perspectives. Another way that these documents
were used was to combine what I learned from coding each and using that to create
a composite picture of what the combination of data sources told me about
teachers’ career decisions.

